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Introduction

As a part of the teacher licensure program at the graduate level at The University of
Tennessee at Chattanooga (UTC), the M.Ed. Licensure candidate is required to complete an
action research project during a 3-semester-hour course that coincides with the 9-semester-hour
student teaching experience. This course, Education 590 Culminating Experience, requires the
student to implement an action research plan designed through (a) the Education 500
Introduction to Inquiry course, (b) one of the two learning assessments required during student
teaching, or (c) a newly-designed project not used as one of the learning assessments.

With funding through a UTC Teaching, Learning, and Technology Faculty Fellows award,
the Education 590 course is conducted through the use of an online, course management system
(Blackboard Learning System Release 6), allowing for asynchronous discussion and use of the
digital drop box feature for submitting required papers.

The course syllabus for Education 590 Culminating Experience is presented in the next

section, followed by action research projects from fall semester 2007.

Deborah A. McAllister
Sharon R. Deaver

April 2008
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Educ 590 Culminating Experience
Fall 2007
Section 001, By Appointment, 3 credit hours
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ATTENTION: If you are a student with a disability (e.g., physical, learning, psychiatric, etc.)
and think that you might need assistance or an academic accommodation in this class or any

other class, contact the Office for Students with Disabilities at 423-425-4006 or come by the
office, 110 Frist Hall.

To enhance student services, the University will use your UTC email address (firstname-
lastname@utc.edu) for communications. (See http://onenet.utc.edu/ for your exact address.)

Please check your UTC email on a regular basis. If you have problems with accessing your email
account, contact the Help Desk at 423-425-4000.



Educ 590 Culminating Experience — Fall 2007
Section 001, By Appointment, 3 credit hours

Instructor

Dr. Deborah A. McAllister

Office: Hunter 310C

Office hours: Monday and Tuesday, 12:00 p.m. to 5:00 p.m., or by appointment
Phone: 423-425-5376 (Office), 423-842-1607 (Home)

Email: Deborah-McAllister@utc.edu

Web site: http://oneweb.utc.edu/~deborah-mcallister/

Graduate Assistant: Sharon Deaver

Catalog description

Directed research or development project under faculty supervision. Prerequisites: Admission to
candidacy, approval of M.Ed. committee, EDUC 500 or EDUC 501. Co-requisite: EDUC 596.

Recommended text and Web sites

American Psychological Association. (2001). Publication manual of the American Psychological
Association (5th ed.). Washington, DC: Author.

The OWL at Purdue. (2007). APA formatting and style guide. Retrieved April 23, 2007, from
http://owl.english.purdue.edu/owl/resource/560/01/

Degelman, D., & Harris, M. L. (2007). APA style essentials. Retrieved April 23, 2007, from
http://www.vanguard.edu/faculty/ddegelman/index.aspx?doc_id=796

University of Wisconsin - Madison Writing Center. (2006). Writer's handbook: APA
documentation style. Retrieved April 23, 2007, from
http://www.wisc.edu/writing/Handbook/DocAPA.html

Objectives

1.  The student can apply a variety of research strategies for use in the elementary, middle
grades, and/or secondary classroom, or with professionals in the field. Reflective decision
making, a process involving reading, reflecting, and responding, will be applied by the
student to evaluate ongoing research techniques, procedures, and materials, in order to
become a reflective practitioner.

2. The student will select or design surveys and/or rubrics for data collection in the content
area.

3. The student will understand current issues in the content area, including current research
methods, materials, professional development and grant opportunities, and programs
suitable to all learners, from exceptional populations to diverse ethnic and cultural groups.

4.  The student will demonstrate the ability to connect new learning with prior knowledge and
skills through a case study conducted during the Induction Experience (Educ 596) or the
Professional Teaching Experience (Educ 591).



Requirements

1.

Select a case study option:

a.  Implementation of the project designed in Educ 500 as your case study. Include
modifications to the project, if necessary, based on knowledge gained since the
completion of Educ 500.

b.  Plan to use one of your learning assessments from your first or second placement as
your case study.

c.  Design a new project of your own choosing.

Prior to data collection, complete the REQUIRED process for UTC’s Institutional
Review Board For the Protection of Human Research Subjects
(http://www.utc.edu/~instrb/ or
http://www.utc.edu/Administration/InstitutionalReviewBoard/). Request either an
Exemption from IRB Review (Form A) if your sample includes only adults, or an
Expedited Review (Form B), if your sample includes children. Form C must be
completed at the end of the study; I will send that electronically. Review the
information and forms on the IRB Web site for additional details. There are sample
forms posted on Blackboard. An Exemption requires approximately 1 week to
process. An Expedited Review may require several weeks to process. (Full board
approval is required if there is more than minimal risk to the subject.) Any updates to
the IRB process will be followed. Submit all documents to me ELECTRONICALLY
through the digital drop box on Blackboard. I will send the proposal to Dr. John
Freeman, Graduate Studies Division Department Head, and copy it to you, after
approving your documents for submission. You must receive approval for your
project from Dr. Freeman and/or the IRB Committee. Use only the versions of the
documents that | have copied to you.

The following statement must appear on Form B, in the Risks section (modify for
Form A):

There are no risks to students as the research methods are traditional educational practices.
Students may discontinue their participation in the project, at any time, without penalty.

The following statement must appear on Form B, in the Privacy section (modify for
Form A):

Data will be anonymous and confidential, and results will be reported as group scores and
trends.

Also include a statement, similar to the following:
All data will be paired by name and random code number, and the names will be removed

after the documents have been sorted for each student. | will store all records, including
consent forms, for 7 years, and then destroy all records.



Your instrument(s), consent form, and/or assent form MUST contain the following
statement:

THIS PROJECT HAS BEEN REVIEWED BY THE INSTITUTIONAL REVIEW
BOARD FOR THE PROTECTION OF HUMAN SUBJECTS AT THE
UNIVERSITY OF TENNESSEE AT CHATTANOOGA.

Your consent and assent forms must include contact information for Dr. McAllister
and Dr. Freeman, and must contain an option for the participant to discontinue
participation as a research subject with no penalty. (Students are still required to
complete course work.)

Participation in this study is voluntary. You may discontinue your participation in the
project at any time. Your decision whether or not to participate in the project or to
withdraw from the project at any time will in no way affect your academic standing in
this course. If you do choose to participate in the study, your participation will be
completely anonymous. No one reading the results of the research will be able to
identify you. (Reword “you” as “the student,” etc., for the parental consent form.)

If you have any questions about the project, you may contact me at XXX-XXX-XXXX,

Dr. Deborah McAllister, project advisor, at 423-425-5376, or the Department Head of
the Graduate Studies Division at The University of Tennessee at Chattanooga, Dr.
John Freeman, at 423-425-5446.

You must include a memo (preferably, an email attachment) from the school principal
that you have permission to carry out the project.

If there is evidence of prior research that you have done or evidence stated in the
literature for your project, place that on the IRB approval form (a sentence or two). If
not, cite the HCDE or other standards that are addressed by your project so the IRB
members know why you are teaching/investigating the topic.

Check the IRB’s Review Status link and your email account for updates on your
proposal. Send a copy of any correspondence to me. | will submit any revisions, after
discussing them with you.

Implementation of the project will be completed during the Induction Experience (Educ
596) or the Professional Teaching Experience (Educ 591). Implementation cannot occur
prior to IRB approval.

Completion of the written project, in APA style. Include the following elements, each of
which should be centered at the top of that section of the paper (not italic, not bold; see p.
113 in the APA style manual, and the sample headings document posted on Blackboard):



Introduction to the Problem. Why was this topic selected for study? Is this topic a
current national, state, or local issue? Is this topic a staple of the curriculum in your
field? Etc.

Review of Literature. Use at least five refereed sources. The online Education
Resources Information Center (ERIC) advanced search should be used to locate
references in educational journals and documents. See ERIC
(http://www.eric.ed.gov/) and/or select the link to the advanced search. You must use
a page number or a paragraph number for all direct quotes. All references
should contain complete page numbers (not the first page only, as may be listed
in online documents).

Data Collection and Results. Describe data collection procedures. Provide results of
the project, in narrative form and including a chart and/or graph to display the data
collected. Analysis of results is from the perspective of higher order cognitive skills.
Use descriptive statistical measures (mean, median, mode, frequency distribution,
charts, graphs, etc.) for communication of project results. Charts and graphs are
imported from Excel to Word and cited as figures (not tables). See Microsoft Excel
[spreadsheet] software, used in Educ 575.

Conclusions and Recommendations. What generalizations, if any, can be made, based
on the results of the case study? What is the consensus of your professional
organization with regard to the problem studied? What recommendations would you
make for teacher professional development? Is grant money available to support
further research in this area? What role could be assumed by the use of technology in
this area? Please address all items in this section.

Copies of the instrument(s) used for data collection. Place original instruments in
individual appendices. Do not include published instruments from the Web, books,
etc., but place a citation on the page that mentions an instrument and in the reference
list.

Communication:

a.

Current email address registered with UTC for communication between student and
instructor. The UTC email address will point to the email address you have on file.
See http://itd.utc.edu/email/ for more details.

Web access to check course announcements and post messages to the discussion
forum on Blackboard a minimum of once per week. See http://bb2.utc.edul/.

All work is to be computer-generated and turned in through the Blackboard digital drop
box. You may complete your project either on the Macintosh or Windows platform. Please
use Microsoft Word and Microsoft Excel. If other software is to be used, please ask for
approval. Keep a copy of your work on a hard drive or a disk so that it can be accessed, if
needed. Reminder: You will need a student ID card to use the student computer lab in the
University Center.

Please note:

a.

Ask another person to proofread your work for correct syntax and semantics before
submitting it. You may post it to the Blackboard discussion forum.
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b.  The Writing Center is located in 119 Holt Hall. See http://www.utc.edu/~scribble/ for
hours and information.

c.  Case studies may be displayed at a professional meeting and/or gathered for a
publication.

Previously published student papers:

McAllister, D. A., & Fritch, S. C. (Eds.). (2007). Culminating experience action research
projects, volume 8, part 1, spring 2006. (ERIC Document Reproduction Service No.
ED495484)

McAllister, D. A., & Fritch, S. C. (Eds.). (2007). Culminating experience action research
projects, volume 7, fall 2005. (ERIC Document Reproduction Service No.
ED495261)

McAllister, D. A., & Bothman, S. M. (Eds.). (2005). Culminating experience action
research projects, volume 6, fall 2004. (ERIC Document Reproduction Service No.
ED490689)

McAllister, D. A., & Bothman, S. M. (Eds.). (2005). Culminating experience action
research projects, volume 5, spring 2004. (ERIC Document Reproduction Service
No. ED490030)

McAllister, D. A., & Bothman, S. M. (Eds.). (2005). Culminating experience action
research projects, volume 4, fall 2003. (ERIC Document Reproduction Service No.
ED490668)

McAllister, D. A., & Moyer, P. S. (Eds.). (2003). Culminating experience action research
projects, volume 3, spring 2003. (ERIC Document Reproduction Service No.
ED481396)

McAllister, D. A., & Moyer, P. S. (Eds.). (2002). Culminating experience action research
projects, volume 2, fall 2002. (ERIC Document Reproduction Service No.
ED474071)

McAllister, D. A., Moyer, P. S., & Bothman, S. M. (Eds.). (2005). Culminating experience
action research projects, volume 1, spring 2002. (ERIC Document Reproduction
Service No. ED490720)
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Criteria A B C F

Projectoutline | Submitted online. Submitted online. | Submitted online. | Not submitted

and IRB Submitted for IRB Submitted for IRB | Submitted for IRB | online. Not

approval approval; approval approval; approval | approval;approval |submitted for IRB
received. received. received. approval, or IRB

approval denied.

Instruments Items appear to be Items appear to be |Reliability or Reliability and
reliableandvalidfor | reliableandvalid |validityis validity cannot be
the case study. for the case study. | questionable. defended.

Data Narrative gives Narrative provides |Narrative provides |Neither narrative

collectionand | descriptive account of | descriptive limited descriptive | nor chart and

results data collection and account of data account of data graph convey the
results, and higher collection and collectionand data collection
order analysis of results, but results; analysis of | procedures and
results; data chartand | analysis of results |resultsisflawed; | results of the
graphdisplay results | is weak; data chart | datachartand study.
accurately and and graph display | graph display

appropriately.

results
satisfactorily.

results, but contain
errors.

Conclusions | Provides a cohesive Provides a Summary lacks Conclusions do not
and summary to the cohesive summary | insightto the reflect results;
recommendati | project; all to the project; most | intent of the recommendation
ons recommendation recommendation | project; areas not
areas addressed areas addressed | recommendation | completely
satisfactorily. satisfactorily. areas not addressed.
completely
addressed.

APA style APA style elements APA style elements | Ideas are Written style is
present: headings, present, with minor | understandable; inconsistent;
subject-verb errors. acceptable writing | difficult to follow
agreement, citations, style, though not the flow of ideas.
references, APA.
abbreviations,
commas, semicolons,
lists, tables, figures,
appendices, etc.

Spellingand | No spelling errors; Spelling and Errors detract from | Poorly written.

typographical | minimal typographical | typographical quality of project.

errors errors; correctuse of | errors present.
plural and possessive
forms.

Completion All elements Major elements Most major No time deadline.

time completed on time. completed ontime; | elements

some minor completed late;
elements late. some or most

minor elements
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late.

Communicatio
n

Open communication
between student and
instructor. Progress
message posted to the
discussion forum at
least weekly.

Response time is
less than once
each week.

Response time is
lessthanoncein 2
weeks

Response time is
lessthanoncein4
weeks.

Professional

Previous and current

Previous and

Previous and

Previous and

quality and suggestions, and current current current
usefulness modifications, fully suggestions,and | suggestions,and | suggestions, and
incorporated into modifications, modifications, modifications, not
project outline; project | selectively minimally incorporated into
isrelevantto incorporated into | incorporated into | project outline;
education. project outline; project outline; project has little
projectisrelevant |projectisrelevant |relevanceto
to education. to education. education.
Represents Completed projectis | All project One or more Major project

graduate level
work

presented as a
coherentwhole.

elements present
but projectis not
presented as a
coherentwhole.

project elements
missing; projectis
not presented as a
coherentwhole.

elements missing;
projectis not
presented as a
coherentwhole.
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Week (Tentative course schedule, subject to change.) Assignment due

1

10

11

12

13

14

15

16

Week of 08/20/07 (and prior meeting 04/24/07) Check email account; access Blackboard.
M 08/20, Student teacher meeting; W 08/22, 1st placement begins
Educ 590 will meet 08/20.

Week of 08/27/07

Case study option selected; proposed outline posted to discussion forum. Paperwork
submitted for IRB approval. Instruments and letter of approval from school
principal must be included with both Form A and Form B. Parental consent form
and student assent form must be included with Form B. Participant consent form
must be included with Form A. Copy of IRB approval placed in my mailbox in Hunter
311, when received, if not sent by email.

Week of 09/03/07; Labor Day Holiday, M 09/03 (UTC/HCDE)
Begin case study work on introduction, review of literature, and instruments; place file in
digital drop box for review and for a check of APA style.

Week of 09/10/07 Begin data collection, with IRB approval.
Week of 09/17/07 Case study work continues.
Week of 09/24/07 Case study work continues.
Week of 10/01/07; 1st placement ends (?) Data collection is complete.
Week of 10/08/07; Fall break, M 10/08 — F 10/12 (HCDE) Writing of case study.
Week of 10/15/07; Second placement begins (?) Writing of case study.
Week of 10/22/07; Fall break, M 10/22 — Tu 10/23 (UTC) Writing of case study.
Week of 10/29/07 Writing of case study.
Week of 11/05/07 Writing of case study.
Week of 11/12/07 Writing of case study.
Week of 11/19/07, Proofreading of case study.

Thanksgiving Holiday, W 11/21 - F 11/23 (UTC/HCDE)

Week of 11/26/07 Completed case study due, Sa 12/01/07, 12:00 p.m. (noon)
Case study assembled in a single file; placed in digital drop box.

Week of 12/03/07; Second placement ends, M 12/03; Student teacher meeting, Tu 12/04
Late case studies accepted.
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17  Week of 12/10/07; Th 12/13, Grades due, 12:00 p.m.; Su 12/16, Commencement, 2:00
p.m. Late case studies accepted; not guaranteed to be graded by 12/13.

APA style (general guidelines; use reverse indent)

1. Journal

Last name, Initials., & Last name, Initials. (year). Title of the article in lower case letters except
first letter of the title and proper nouns. Journal name, volume(number), page number-page
number.

Many, W., Lockard, J., Abrams, P., & Friker, W. (1988). The effect of learning to program in
Logo on reasoning skills of junior high school students. Journal of Educational Computing
Research, 4(2), 203-213.

2. Book

Last name, Initials., & Last name, Initials. (year). Title of the book in lower case letters except
first letter of the title and proper nouns. Place of publication: Publishing Company.

Turner, T. N. (1994). Essentials of classroom teaching elementary social studies. Needham
Heights, MA: Allyn and Bacon.

3. Software

Last name, Initials., & Last name, Initials. (year). Title of the Software in Upper Case First
Letters [Computer software]. Place of publication: Publishing Company.

Microsoft Corporation. (1996). Encarta 97 Encyclopedia [Computer software]. Redmond, WA:
Author.

In example 3, the author and the publishing company are the same, so the word *Author’ is
used.

4. Online source

Last name, Initials., & Last name, Initials. (year). Title of the Web site in lower case letters
except first letter of the title and proper nouns. Retrieved today’s date, from complete URL

National Council of Teachers of Mathematics. (2000). Principles and standards for school
mathematics. Retrieved April 23, 2007, from http://standards.nctm.org/

In example 4, | omit the period *.” at the end so it will not be confused in the address. Others
choose to leave one space, then place the period at the end of the URL.

5. ERIC document

Last name, Initials., & Last name, Initials. (year). Title of the paper in lower case letters except
first letter of the title and proper nouns. Paper presented at name, place, and date of
conference, or other relevant information. (ERIC Document Reproduction Service No.
XXXXXX)

McAllister, D. A., Mealer, A., Moyer, P. S., McDonald, S. A., & Peoples, J. B. (2003).
Chattanooga math trail: Community mathematics modules, volume 1. Washington, DC:
U.S. Copyright Office. (ERIC Document Reproduction Service No. ED478915)
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Professional Organizations (examples)

American Council on the Teaching of Foreign Languages. (n.d.). Retrieved April 23, 2007, from
http://www.actfl.org/

Council for Exceptional Children. (2007). Retrieved April 23, 2007, from
http://www.cec.sped.org/

International Reading Association. (2007). Retrieved April 23, 2007, from
http://www.reading.org/

International Society for Technology in Education. (n.d.). Retrieved April 23, 2007, from
http://www.iste.org/

National Art Education Association. (2007). Retrieved April 23, 2007, from http://www.naea-
reston.org/

National Association for Music Education. (n.d.). Retrieved April 23, 2007, from
http://www.menc.org/

National Association for the Education of Young Children. (n.d.). Retrieved April 23, 2007, from
http://www.naeyc.org/

National Council for the Social Studies. (n.d.). Retrieved April 23, 2007, from
http://www.ncss.org/

National Council of Teachers of English. (2007). Retrieved April 23, 2007, from
http://www.ncte.org/

National Council of Teachers of Mathematics. (2007). Retrieved April 23, 2007, from
http://www.nctm.org/

National Middle School Association. (2007). Retrieved April 23, 2007, from
http://www.nmsa.org/

National Science Teachers Association. (2007). Retrieved April 23, 2007, from
http://www.nsta.org/

Rubrics (examples)

Chicago Public Schools. (2000). The rubric bank. Retrieved April 23, 2007, from
http://intranet.cps.k12.il.us/Assessments/ldeas_and_Rubrics/Rubric_Bank/rubric_bank.htm
I

Chicago Public Schools. (2000). How to create a rubric. Retrieved April 23, 2007, from
http://intranet.cps.k12.il.us/Assessments/ldeas_and_Rubrics/Create_Rubric/create_rubric.ht
ml

LessonPlanZ.com. (2005). Retrieved April 23, 2007, from http://lessonplanz.com/ (use 'rubric' as
a search term)

South Dakota State University. (n.d.). Rubric template. Retrieved April 23, 2007, from
http://edweb.sdsu.edu/triton/july/rubrics/Rubric_Template.html

Teachnology. (n.d.). Rubric, rubrics, teacher rubric makers. Retrieved April 23, 2007, from
http://teachers.teach-nology.com/web _tools/rubrics/

The Landmark Project. (n.d.). Rubric construction set. Retrieved April 23, 2007, from
http://landmark-project.com/classweb/rubrics/4x4rubric.html

Surveys (examples)
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The International Consortium for the Advancement of Academic Publication. (2007). Resources
for methods in evaluation and social research. Retrieved April 23, 2007, from
http://gsociology.icaap.org/methods/

University of Southern Indiana Sociology Department. (2007). Social research and statistical
links. Retrieved April 23, 2007, from http://www.usi.edu/libarts/socio/stats.htm
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Introduction to the Problem

It seems that everyone is talking about groups. Business people call it teamwork or self-
guided work. Education and healthcare professionals call it collaboration. Even the military uses
it in their Special Forces units. Group work exists in many other environments and forms, but all
types share one thing: They are composed of individuals working toward a common goal or
goals. Since the early 1980’s, educators have introduced more and more group work into the
classroom. Since then, group work has acquired many names: cooperative education, cooperative
learning, peer learning, and peer grouping. It has also become a prominent instructional strategy
in many schools. Many educators view it as a panacea for academic and social issues in schools.
However, other educators doubt that every student’s interests are served by cooperative learning
and are particularly worried about how some students in heterogeneous cooperative learning
groups fare. These groups contain a mix of different types of learners which include high’,
average’, and low-achieving learners. Furthermore, educators are particularly worried about
gifted learners and high achieving learners.

What is the fate of the gifted or high-achieving student in a heterogeneous, cooperative
learning group? Gifted students have faced many challenges in recent years. Cuts in funding
have meant the elimination of pull-out and “gifted” programs. Now, gifted students are being
used, some even say exploited, in peer-learning groups (Ross & Smyth, 1995). The children are
most often grouped heterogeneously with lesser-achieving children. The groups are given a
common goal to work toward. Ideally, this goal is achieved through the equal work of the gifted
child and the other group members. Gifted or high-achieving students are typically grouped with

two “average” students and one low-achieving student. Some educators feel this arrangement
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puts an undue burden on the gifted child and high-achieving child. Others feel that these students
gain both academically and socially because of their membership in peer learning groups.
Dozens of studies have been conducted. Most have been conducted in primary or middle
schools and have concentrated on math and science. A few have focused on cooperative learning
in secondary schools. Even fewer have focused on English at the high school level. Faced with
the mixed messages of researchers, as well as research that is not specifically geared to high
school English (my field), I resolved to ask a few questions of my own, and, hopefully, find
answers to these questions by conducting a study. The purpose of this study is to find out how
gifted and high-achieving students fare in heterogeneous, cooperative learning groups. All
references to any type of grouping in this project will refer to heterogeneous, cooperative
learning groups, unless homogeneous groups are specifically cited.
Research Questions
1. When gifted or academically-advanced children in secondary English classes take part in
frequent, cooperative peer groups, will their academic advancement be helped or
hindered?
2. Do these same children feel that they are helped or hindered by their roles in said groups?
3. Do these children enjoy heterogeneous peer grouping or would they prefer to be in a
group of like-performing students?
4. Do these children feel that they do more than, less than, or an even portion of the group’s
work as do other students?
Review of Literature
A study of the research on cooperative learning is an exercise in opposites. A majority of

the research claims incredible benefits for everyone. The “believers” have done studies and



21

gathered anecdotal information which demonstrates how gifted, high, average, and low achievers
all benefit from peer grouping. The “unbelievers” have done studies and gathered information, as
well, but their findings oppose the believers. They have found that gifted and high achievers are
harmed, or, at best, don’t gain from cooperative learning. Who should educators believe?
Delving deeper into the research may yield the reader some answers, or at least some insight into
the difficulties surrounding the use of cooperative learning with gifted and advanced students. In
order to more closely examine the issues, as they pertain to gifted and advanced learners, we
must first look at cooperative learning, as a whole.
Overview

What is cooperative learning? As stated before, the term includes other terms such as
peer grouping, collaborative learning, and peer tutoring. Cooperative learning has been widely
defined. To Ramsay and Richards it “is an instructional method in which small, mixed ability
groups work toward accomplishing a common goal” (1997, p. 161). Slavin, one of the greatest
proponents of heterogeneous grouping, states that all forms of cooperative learning involve
“students in small groups who help one another learn.” He also insists that students work
together and are responsible for “one another’s learning as well as their own” (Slavin, 1991b, p.
72).

Serious research on cooperative learning began in the 1970’s (Slavin, 1991b). Since then,
a great deal of research has been done on its effectiveness in Grades 3-9 and 10-12. Less study
has been conducted on other grades. The majority of the research has centered on well-defined
methods such as Student Team Learning, Jigsaw, Learning Together, and Group Investigation.

Much less work has been done on the less formal methods that many teachers use in real-world
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classrooms (Slavin, 1991b). A majority of the research points to great benefits, at least for low-
and average-ability students.

There are many proponents of cooperative learning and they cite various advantages to
using it over traditional teaching strategies. Slavin is one of the greatest proponents of
cooperative learning. He has conducted research on the topic and is often cited by those for and
against peer grouping. Also, he believes cooperative learning works for all students (1991b).
Researchers think cooperative learning works because students understand explanations from
other students better than they would understand explanations from teachers. In a meta-analysis
of many other studies, Slavin found that cooperative learning was successful for all when the
teaching strategies included a component that held the entire group accountable and had clear
goals for the whole group (1991b). Based on his results, he claimed that students experienced
increases in higher-order thinking skills, accepted inclusion and students of other races more
frequently, and were better prepared for the workforce (1991b; Greenwood, Carta, & Hall, 1988;
Entonado & Garcia, 2003). Slavin also stated that his analysis showed that students had
“increased feelings of individual control, cooperativeness, and altruism” (1991b, p. 75). Others
agree with his claims and add additional benefits, including increased motivation, academic
performance, self-esteem, and performance for gifted students, as well as decreased dependence
on teachers and decreased negative competition (Wood, McCormack, Lapp, & Flood 1997;
Greenwood et al., 1988; Greenwood, Delquadri, & Hall, 1989). Slavin’s meta-analysis backs up
these amazing claims. Of the 70 studies he examined, 67% showed positive achievement gains
and 61% showed significant academic gains over control groups that used no collaborative
learning (1991b). Other researchers have found similar gains (Wood et al., 1997; Greenwood et

al., 1988; Ramsay & Richards, 1997).
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The list of benefits found in the research continues. Greenwood et al. also found that peer
tutoring (a form of cooperative learning) increases the number of friends that students have
across socioeconomic lines (Greenwood et al., 1988). Furthermore, teachers claim to see
improved attitudes in their students when peer-grouping strategies are predominant. There is also
a decrease in discipline problems (Entonado & Garcia, 2003; Greenwood et al., 1988). Slavin
states, “studies show that people who cooperate learn to like one another” (1991b, p. 76). Yet
another plus is that students who are not socially accepted often get a second chance because of
peer learning and are more likely to be accepted after engaging in cooperative learning activities
(Entonado & Garcia 2003). Finally, use of cooperative learning over a long period of time shows
amazing, long-term academic gains for students (Joyce, 1991; Entonado & Garcia, 2003).

There are several grouping strategies that teachers can use. Teachers often use Slavin’s
model and develop groups that contain one high achiever, two medium achievers, and one low
achiever (1991b). Many educators make an effort to include a high achiever in each group.
Teachers often leave students in the same group for an entire semester (Ramsay & Richards,
1997). Some types of cooperative learning envision the student teaching students in a teacher’s
role. In this situation, some students are actually surrogate teachers to lesser-achieving students,
developing a teacher-student relationship between tutor and tutee (Greenwood et al., 1988). In
other grouping schemes, such as Group Investigation and Learning Together, larger groups are
organized to accomplish a task for which they will receive a group grade (Slavin, 1991b).
Although teachers are encouraged to subdivide group work to individuals, based on academic
level, many educators believe that rewards should be based on the work of other students
(Greenwood et al., 1988). Greenwood et al. also recommend that groups compete for rewards;

they believe that competition spurs achievement (1988).
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An alternative to group accountability is the growing trend towards stressing individual
accountability in cooperative learning. Some educators have come to believe that groups should
learn together, but be held responsible for only their own performance (Slavin, 1991b). For
example, in the grouping strategy, Cooperative Reading Activity, students discuss readings
together before taking individual tests for their learning evaluation (Wood et al., 1997).
Proponents of individual accountability say it allows teachers to assign a wider range of work
over varying academic levels within the same class (Slavin, 1991b). Methods such as Jigsaw Il
and Team Assisted Learning (TAL) have often been used by teachers with this intent
(Greenwood et al,. 1988). A similar strategy used in elementary schools is Class Wide Peer
Tutoring (CWPT). In CWPT, students are paired in highly-structured roles which are meant to
promote learning while encouraging individual accountability (Greenwood et al., 1989). Another
successful strategy that stresses individual accountability is Student Team Learning (STL). In
STL, and variations such as Team Games Tournament (TGT), students’ quiz scores are
compared to their own previous performances and are not based on a group grade. Students take
individual quizzes, but study together. They cannot help each other on quizzes or tests. The key
concept is that students help each other prepare and learn. STL has had great results in subjects
including language arts and reading comprehension (Slavin, 1991b). The most important thing,
says Slavin, is that students are held accountable for their own performance, and that students are
grouped for concept attainment, not for work for the sake of work (Slavin, 1991b). This is clearly
contradictory to the idea of group accountability held by Greenwood et al.

Which is better, group or individual accountability? Among researchers, there is great
deal of praise for individual accountability and scorn for group accountability. Randall calls

group accountability the “greatest weakness” (p. 15) of peer learning, and Slavin condemns any
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use of cooperative learning without it (Randall, 1999; Slavin, 1991a). Randall warns against
basing the success of a group on the actions of all members (1999). Yet, in Slavin’s meta-
analysis of cooperative learning research, only 4 out of 23 studies without individual
accountability showed positives for all students (1991b).

What are the keys to successful cooperative learning in the general student population?
Obviously, individual accountability could be viewed as one component. Small groups seem to
get better results than larger ones (Grambo, 1997; Entonadoa & Garcia, 2003). Wood stresses the
importance of well-defined groups and individual goals (Wood et al., 1997; Ross & Smyth,
1995; Slavin, 1991b). Entonado and Garcia also stress the importance of using clear rules and
highly-structured activities (2003; Wood et al., 1997; Matthews, 1992; Ross & Smyth, 1995).
Students should be told, in advance, how they will be evaluated (Entonado & Garcia, 2003). It’s
also important that students realize that they are to work together, not compete (Grambo, 1997).
Closely linked is the importance of having every student involved (Wood, 1997; Ross & Smyth,
1997). Involvement is the responsibility of the teacher, who must ensure that an atmosphere of
inclusiveness and equality is promoted within the groups (Entonado & Garcia, 2003; Ross &
Smyth, 1995). An essential part of this equality is the teacher’s role of establishing a class where
negative comments about other students are not tolerated (Wood et al., 1997; Ross & Smyth,
1995). Teachers can also use activities which promote student interest and that draw on
individual skills of different team members (Matthews, 1992). It is important to let students
know that their learning is interdependent, and that, if they all work together, then everyone can
succeed (Ross & Smyth, 1995). Slavin sums up the success of cooperative learning strategies

with two tenets: group goals and individual accountability (1991b).
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Some educators would add student and teacher preparation and training to the list of
elements required in successful cooperative learning. Researchers believe it is important that
students be trained in helping skills and communication skills before they ever participate in peer
learning (Alvermann, 1996; Ross & Smyth, 1995; Webb & Farivar, 1994; Wood et al., 1997).
Additionally, Webb and Farivar believe students should be trained to give elaborative answers—
that is, answers that explain—rather than just a simple answer. In studies they conducted,
students fared far better when elaborative responses were used because elaborative help
strengthened previous learning for tutors and tutees. According to their research, only this type of
cooperative learning helps tutors and tutees in learning groups (Webb & Farivar, 1994). Teacher
preparation and training are also crucial for successful cooperative learning. Furthermore,
teachers should be trained in grouping strategies, and continue to receive training, as long as they
use cooperative learning in their classrooms (Entonado & Garcia, 2003; Ross & Smyth, 1995).

Some educators stress flexible grouping as the key to successful cooperative learning
(Joyce, 1991; Wood et al., 1997). Flexible grouping strategies include moving students
periodically from group to group, using heterogeneous and homogeneous academic achievement
grouping, grouping by interest, and using other grouping methods to provide variety to, and
avoid boredom for, students (Matthews, 1992; Wood et al., 1997). Studies have shown that
students in classes that use flexible grouping strategies have better attitudes toward the subjects
they are studying (Ramsay & Richards, 1997). Even Slavin, champion of heterogeneous
grouping, admits that homogeneous grouping may benefit students by providing variety (1991a).
Joyce agrees, and Randall recommends grouping students by interest, not academic level (Joyce,

1991; Randall, 1999). Many advocates of cooperative learning also stress that group learning is
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just another teaching strategy, and should be used in conjunction with individual work (Wood et
al., 1997).
How Advanced Learners Fare

Having examined cooperative learning as a whole, we can now hone in on how this type
of education affects gifted students and high academic achievers. It is here that the real battles
begin. There is ample evidence and argument to both support and oppose the use of
heterogeneous cooperative learning for these groups of students. Both sides have research and
opinions to back their claims.

Some researchers extend the benefits of cooperative learning to include gifted and
advanced students. They also cite other benefits for advanced students. Some, like Slavin, claim
that, not only will advanced students learn, they will learn more than they would have learned
without being in a learning group (1991a; 1991b; Ramsay & Richards, 1997). In a study of
Grades 2-5 students in two suburban schools, Slavin found that the top one-third of achievers
gained more academically than the top one-third at a control group school where no cooperative
learning was used. He argues that homogeneous (like-achieving) groups are not necessary for
achievement gains and show no significant advantage over heterogeneous groups (1991a). Other
research has shown that high-level students produce a greater volume of work when they
participate in cooperative learning groups (Entonado & Garcia, 2003). Joyce claims that the
goals of cooperative learning mirror goals that gifted educators specifically cite as goals for high
achievers. These include building inductive thinking, personal analysis and internalization of
ideas, increased understanding of metaphors and analogies, rounding of student knowledge, and

education in democratic processes and scientific inquiry (Joyce, 1991). Additionally, the social
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status of very high achievers may increase because of their participation in grouping strategies
(Ross & Smyth, 1995).

Researchers and educators also cite the theory that those who teach, learn better and more
(Randall, 1999). Evidence demonstrates that teachers learn because they must organize thoughts
and elaborate in order to convey meaning. These two processes make learning related material
easier and reinforce existing knowledge (Bragh & Schul, 1980; Webb & Farivar, 1994).
Verbalized thoughts are more likely to be remembered (Bragh & Schul, 1980). Students are also
forced to confront their own beliefs before they can express them (Webb & Farivar, 1994). In a
survey of high achievers, students felt that they had learned more than they otherwise would
have (Ross & Smyth, 1995).

Other researchers cite heterogeneous grouping as an opportunity for advanced students to
learn how to lead (Ross & Smyth, 1995). In some studies, gifted children have been encouraged
to take over a group and provide positive reinforcement and elaboration for lower achievers
(Greenwood et al., 1988). Strong gifted leadership leads to better performance for the whole
group (Ross & Smyth, 1995).

Opposing these positive views of cooperative learning are just as many educators and
researchers. They find many reasons to condemn the learning strategy. Many fear that
cooperative learning “does not address the needs and talents of the gifted” and of high achievers
(Ramsay & Richards, 1997, p. 161). The highly structured environments, and lack of student
involvement in grouping, go against the needs of advanced students to have “flexibility,
mobility, variety, and independence” (p. 164). Many advanced students feel disadvantaged and
lose drive in heterogeneous groups (Entonado & Garcia, 2003). And yes, advanced students do

more work in groups, but that is because they are asked more often to provide answers (Webb &
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Farivar, 1994). Advanced students may be academically advantaged, but they may not have the
skills to give good explanations; just because a child is smart, doesn’t mean he or she is a good
teacher (Matthews, 1992).

Time is also a concern for advanced students. In assignments involving routine tasks,
high academic achievers found it easier to do the work themselves, rather than wait for all group
members to complete a portion of the work (Slavin 1991b; Matthews, 1992). Peer learning is
also bad for advanced students because it emphasizes the basics, which these students have
already mastered (Ramsay & Richards, 1997). Too much time spent reviewing the basics may
actually inhibit deeper learning (Bragh & Schul, 1980). For these reasons, some educators feel
cooperative learning should only be used sparingly and for routine tasks. These teachers feel that
peer grouping used only for reviewing, not learning, will benefit advanced students (Randall,
1999; Wood et al., 1997). A further reason to condemn cooperative learning is that it discourages
high achievers to ask questions, since they are expected by their groups to always know the
answers (Ross & Smyth, 1995).

There are more reasons to oppose cooperative learning for the advanced students. Some
educators blame its rise for the decline of individual gifted programs (Slavin 1991a; Ross &
Smyth, 1995). Teachers and parents are afraid that their advanced child may be “exploited” or
used as a “surrogate teacher,” as, indeed, is sometimes the case (Randall, 1997; Ross & Smyth,
1995; Slavin, 1991b). Slavin, himself, admits that some specific types of cooperative learning,
like Learning Together, may be bad for gifted students (1991b). The evidence has left some
people feeling that cooperative learning may have a “Robin Hood” effect on gifted and advanced
learners. Indeed, some studies have demonstrated that struggling students tend to bring down the

achievement of other students. It is the belief of these educators that a reliance on cooperative
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learning moves all students towards the middle—in effect, a move toward mediocrity (Ross &
Smyth, 1995).

Some educators also oppose using advanced students as leaders (Ross & Smyth, 1995). Is
being a teacher too much for a student? Yes, answer critics (Matthews, 1992). Child-teachers
complain that they have to spend too much time teaching the same things over and over again
(Randall, 1999). Gifted kids are often not sensitive to the needs of “less able” peers. For
example, they may keep reusing the same explanation, even if other students don’t understand it
(Ross & Smyth, 1995). Additionally, Randall implies that cooperative learning is useless without
the participation of advanced learners (1999).

How do advanced students feel about cooperative learning? Studies show that average
students like cooperative learning more than advanced students (Ramsay & Richards, 1997).
Feldhusen, Dai, and Clinkenbeard (2000) found that gifted students sometimes like cooperative
learning, but only when they have specific tasks that they find challenging. There is evidence
that advanced students like cooperative learning when it is homogeneous, that is, when they are
grouped with like achievers (Matthews, 1992). With heterogeneous grouping, the majority of
research shows advanced students dislike it. Many are cynical about grouping and most prefer to
work alone (Feldhusen et al., 2000; Randall, 1999). In fact, studies show that gifted students
would rather compete than collaborate. They have a better attitude about themselves and their
work when competing (Feldhusen et al., 2000). Slavin admits that gifted students feel taken
advantage of (1991a). High achievers are often frustrated with lesser achievers and with what
they view as repetition of material already covered (Entonado & Garcia, 2003; Ramsay &
Richards, 1997; Matthews, 1992). Advanced students are also concerned about equality. They

feel that they have extra work loads in groups, and are forced to carry the slackers, for fear of
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harming their own grade (Matthews, 1992; Feldhusen et al., 2000; Ramsay & Richards, 1997).
They often feel they are being held back from their own learning and that group evaluations are
unfair (Entonado & Garcia, 2003; Greenwood et al., 1988; Matthews, 1992; Ross & Smyth,
1995).

Finally, cooperative learning is criticized by advocates for gifted and high achievers
based on the complex group dynamics that occur in these groups. More research needs to be
done on social dynamics that exists in these groups (Alvermann, 1996). Some research indicates
that groups can only be successful if group dynamics encourage equal participation, a quality
that is notoriously hard to achieve (Webb & Farivar, 1994). There is also evidence that students
who are weak in a subject are socially subjugated, and that low-ability students are dominated by
high-ability students. This finding supports the thesis that group leadership may be too much
responsibility for advanced students (Ross & Smyth, 1995). However, group leadership doesn’t
always come from the smartest student. In fact, advanced students are sometimes marginalized
themselves because of popularity structures (Alvermann, 1996). In other cases, high achievers
feel social pressure to provide all the answers. A student’s need to fit in cannot be overestimated
(Ross & Smyth, 1995; Feldhusen et al., 2000; Alvermann, 1996)

Supporters of cooperative learning for all students counter these arguments by stating that
teachers of gifted and advanced students should be fighting for, not against, cooperative learning
in the classroom (Slavin, 1991a). Supporters say that critics need to understand that there are
many different types of cooperative learning, and that not all are harmful to advanced learners
(Joyce, 1991; Slavin, 1991a). Slavin says that concerns about cooperative learning are based on
“misconceptions or experiences with inappropriate forms of cooperative learning” (1991a, p. 68).

In response to critics who say that advanced students are being held back because of grouping,
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Slavin says that students would have been exposed to the same information from a teacher who
was addressing the average learner, as the information that they are exposed to in groups
(1991a). He also stresses that cooperative learning can be great for all students if they are given
assignments that include group goals and individual accountability, and if teachers follow
through by monitoring students for appropriate behavior in their groups (1991b).
Conclusion

The research is in—and it is inconclusive. On one side is a group of educators who claim
cooperative learning is great for all students, including advanced and gifted learners. On the
other side is a group that feels just as strongly that cooperative learning is bad for advanced and
gifted students. Each side has ample research to support their opinions. Which side is right? |
will conduct a research project on my English classes to find out how heterogeneous grouping
affects my students.

Data Collection and Results
Methodology

Participants

I conducted this study in a 10" grade English class with one block of students. The class
contained a variety of students in high, medium, and low achievement areas. One group of high-
achieving students was placed in a homogeneous group. Other high-achieving students were
placed in heterogeneous groups, with students of other achievement levels.

The class contained 25 students. Since the number of gifted students was limited, the
study included both gifted and high-achieving students. For the study, each student was
classified as advanced, or other. The classification was based on the state classification as

“gifted.” Additional students were chosen as part of the advanced group based on grade
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achievement, thus far, in English 10. My cooperating teacher assisted in the selection of the
students, based on his knowledge of their abilities and performance. The total number of
advanced students studied in this research project was seven students.

Instruments

Before the study began, students completed a questionnaire (see Appendix A) regarding
their feelings about, and role in, heterogeneous cooperative groups. Students were told that their
answers would remain confidential and would, in no way, be shared with other students.

The students also completed a pre-test. This test was a graphic organizer involving the
structure of Shakespeare’s plays as the concept relates to Macbeth. All students in class had read
the play, but the concepts had not yet been explored. After the study, students took the test again.
This post-test is measured against the pre-test for learning outcomes.

During the study, I used a checklist of student behaviors (see Appendix B) which I
updated every 5 minutes for each group. The checklist was designed to observe the behaviors of
only the students being studied, and not the other students in the groups.

Procedures

Before any research was conducted, | first received approval from my research professor,
my cooperating teacher, my school administrator, and the IRB board. | then met with the
prospective students. Students and their parents agreed in writing to the study. All students that |
had hoped would participate did.

Several days before the cooperative learning activity that | studied was performed,
students completed and returned the questionnaires about cooperative learning. Students also

completed a pre-test designed to measure their knowledge of the structure of Macbeth.
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On the first day of the study, students were grouped into cooperative learning groups for
the Jigsaw activity. Students were placed in groups of five students. Group A contained three
advanced students and one average student. This is the “control” group. Class size did not allow
for a completely homogenous group of high achievers while still permitting placement of one
advanced student in each heterogeneous group. Groups B, C, D, and E each contained one
advanced student and four students of either medium or low achievement.

Students were numbered off within their groups. The students then went to their
randomly assigned expert tables. Each table was given a packet of information that related to
Shakespeare, his plays, or Macbeth specifically. One packet in particular explored the structure
of Shakespeare’s plays. This packet directly related to the pre- and post-test. Each expert group
contained at least one advanced student.

Students were instructed to first code the text for the most important information.
Students then discussed as a group which information was the most important to take back to
their table. After this component was complete, students returned to their original table. Students
were instructed to “teach” the other members of the original group all the information presented
at the expert tables. Finally, students completed the graphic organizer post-test, which was
identical to the pre-test.

Data Analysis

The questionnaire was designed to measure students’ feelings towards their role in
cooperative learning groups. On the whole, students enjoyed working in groups and felt that their
part in the group was important. However, most students felt taken advantage of and had mixed

feelings about how much or little working in groups helped them academically.
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Students generally had a good attitude toward group work. Almost all the students
enjoyed working in groups (question 1). One student was unsure. Students also felt that their part
in group work (question 2) was important. All students either “Agreed” or “Strongly Agreed.”
Six of the seven students surveyed liked helping people in their group (question 3). Students also
seemed to have a positive attitude about working in groups with students of various achievement
levels. Five out of seven students, or 71%, liked working in groups with students of different
levels of understanding (question 5). Two students did not like working with students of other
levels. All the students surveyed also felt that their part in group work helped other students
(question 7).

Despite these positive attitudes toward group work, these advanced students felt that their
classmates were taking advantage of them (question 4). All but one student “Agreed” or
“Strongly Agreed” to this statement. Only one student did not feel taken advantage of while
working in groups. However, only one student felt that group work was holding them back
(question 6). Four students did not feel they were being held back. Two students were unsure if
group work helped or hindered their learning. Question 8 also dealt with how advanced students
felt about their learning in heterogeneous groups. Four of the seven students believed that group
work helped them learn more, one student felt he or she learned less, and two students were
unsure (see Appendix C).

Observations of students during the study, using the Observed Behaviors Checklist,
reinforced students’ opinions about helping other students. All the students were observed
helping others repeatedly. In fact, this was the most observed behavior during the course of the

study. Of the 19 times each student was observed, students were observed helping others an
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average of 7 times. Only one student, student E, was observed helping other students less than 5
times during the 15 observations.

Students’ opinions about being taken advantage of also were reinforced by the checklist.
Four of the seven students were observed at least twice as being the only student working in their
groups. Advanced students were, in effect, doing all the work for their groups during these time
periods. However, three of the seven students were never observed as the only student working.
It is unclear why this work transference happened to some students but not others.

More distressing than students working alone was their low level of engagement. All the
advanced students appeared to be bored on at least one observation. Students C, D, and E were
observed appearing bored seven, seven, and eight times, respectively. These students were bored
on half the occasions they were observed. Interestingly, these students averaged only 4.6
incidents of helping fellow students. Were the students bored because they were not challenged
by the work, or did the group dynamics hinder their engagement with their fellow students? In
other words, were the students bored because they were unable to help the other students, or
because they were uninterested in helping them? The course of the study was not designed to
answer this question. (See Appendix D.)

The student pre-test and post-test was designed to measure student learning on one
component of the Jigsaw. Students scored an average score of 63% on the pre-test. Student
grades increased to an average of 90% on the post-test. The advanced students in Group A, the
control group, scored an average of 92%. The advanced students who were placed with the other
levels of students scored an average of 89%. The difference in scores between the two groups
was three points. There is a small difference between the average scores of the students in the

homogeneous control group and those who were placed in the heterogeneous groups. This
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difference could be because the students in the homogeneous group better explained the concepts
explored in the first part of the Jigsaw to each other. However, the difference in scores is not so
large as to show a definitive advantage to students in these groups.

Conclusions and Recommendations

The questionnaire and Observed Behaviors log clearly demonstrate that most advanced
students have a positive attitude towards cooperative learning groups. The students answered that
they valued these groups, and their actions in groups, for the most part, reinforced their opinions.
However, the students did not all appear challenged by the group work. The students who
worked in the homogeneous advanced group did perform better, on average, than the
heterogeneously-placed students. However, this less than 4% variance in average scores is not
significantly large enough to answer the question of whether or not advanced students are
hindered by their placement in heterogeneous groups.

Clearly, the subject of cooperative learning, as it relates to advanced students, is still a
complex one. Cooperative education is strongly endorsed by all the major teaching
organizations, and at state, county, and national levels. Still, there are unanswered questions
about how advanced students fare in heterogeneous groupings. To help address these questions,
teachers should be educated on methods that will appeal to all learners. Even subtle tweaking of
a lesson to accommaodate advanced students could create genuine engagement for those students.
Teachers should also be taught how to use a variety of grouping schemes. Flexible grouping
strategies will prevent students from being overly penalized if they don’t do well in one

particular type of group.
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My searches found no grant money geared specifically towards studying this issue.
However, there are many educational foundations which seem to have open enough criteria that
they might accept a proposal to study this issue.

Technology may have a role to play in resolving this issue. Complex measurement
instruments may help to track students in a variety of groupings. Using detailed data analysis on
specific students across a variety of grouping types might shed light on these issues. For
example, advanced students might be tracked in several different types of homogeneous and
heterogeneous groupings over the course of an entire school year.

Technology might also play a role in differentiating instruction for advanced students. A
cooperative learning activity might include an individual component on the computer. This
component could be specifically geared towards struggling, average, and advanced learners,
respectively. The possibilities in this case are vast.

My study, like the other current research, leaves many unanswered questions. The future
of the subject should include further studies. These studies should be detailed and longitudinal.
Teachers should also be educated on how to incorporate technology into their grouping exercises
and how to use technology to track student progress. Finally, teachers should experience
professional development time that is geared toward helping them address the needs of all
learners—including the advanced students who are so often neglected in the battle to improve

education.
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Appendix A
Questionnaire

Please answer the questions by circling the answer that most closely describes how you feel
about the question.

1) I enjoy working in groups.

Strongly Agree Agree Disagree Strongly Disagree
Unsure

2) My contribution to the group is important.

Strongly Agree Agree Disagree Strongly Disagree
Unsure

3) | like to help people in my group learn.

Strongly Agree Agree Disagree Strongly Disagree
Unsure

4) Sometime my teammates take advantage of me because | know more about the subject.
Strongly Agree Agree Disagree Strongly Disagree

Unsure

5) I like working in groups that have students that have different levels of understanding about

the subject.

Strongly Agree Agree Disagree Strongly Disagree
Unsure

6) | think that group work holds me back from my full potential

Strongly Agree Agree Disagree Strongly Disagree
Unsure

7) | think that my part in group work helps other students a lot.

Strongly Agree Agree Disagree Strongly Disagree
Unsure

8) | think that group work helps me learn more about the subject matter.

Strongly Agree Agree Disagree Strongly Disagree

Unsure
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Appendix B

Observed Behaviors Checklist

To be checked every five minutes

42

Student is not paying attention

Student is helping others

Student is the only student working

Student is complaining about work load

Student appears or complains about being bored

Student completes his/her portion before everyone else (check once)




Questionnaire Results

Appendix C

Question 1: | Enjoy Working in Groups.

Strongly
Agree

Agree

3

Disagree

0

Strongly Disagree
0

Question 1

O Strongly Agree
B Agree
ODisagres

O Strongly

Disagree
m Lnsure

Question 2: My Contribution to the group is important.

Strongly
Agree

Agree

2

Disagree

0

Strongly Disagree
0

Question 2

O Strongly Agree
B Agree
ODisagres

O Strongly

Dizagree
| nsure

Unsure

Unsure

1

0
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Question 3: | like to help people in my group learn.

Strongly
Agree Agree Disagree Strongly Disagree  Unsure
4 2 1 0 0

Question 3

O Strongly Agree
B Agres
ODisagres

O Strongly

Dizsagres
B Unsure

Question 4: Sometimes my teammates take advantage of me because | know more about the subject.

Strongly
Agree Agree Disagree Strongly Disagree Unsure
2 4 1 0 0

Question 4

O Strongly Agree
B Agres

O Disagree

O Strongly

Disagree
B Unsure
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Question 5: | like working in groups that have different levels of understanding about the subject.

Strongly
Agree

Agree

5

Disagree

Strongly Disagree

0

Unsure

0

Question 5

O Strongly Agree
B Agres

O Disagree

O Stongly

Disagree
B Unsure

Question 6: | think that group work holds me back from my full potential.

Strongly
Agree

Agree

Disagree

Strongly Disagree

3

Unsure

Question 6

O Strongly Agree
B Agres
ODisagree

O Strongly

Disagree
B Unsure

2



Question 7: | think that my part in group work helped other students a lot.

Strongly
Agree Agree Disagree Strongly Disagree Unsure
0 7 0 0 0

Question7

O Strongly Agree
B Agree
ODisagree

O Strongly

Dizagree
B lInsure

Question 8: | think that group work helps me learn more about the subject matter.

Strongly
Agree Agree Disagree Strongly Disagree  Unsure
2 2 1 0 2

Question 8

E Strongly Agree
E Agree
ODisagree

O Strongly

Disagrea
H nsure




Appendix D
Observed Behaviors
Student is not Paying
Attention 3
Student is helping others 49
Student is the only student working 11
Student is complaining about the
workload 1
Student appears or complains about being bored 32

alll

50

40

a0

20

10+

O Student is not
Faying Attention

B Studentis
helping others

O Student is the
only student
wiorking

O Student is
complaining
about the
wirkload

B Student appears
ar camplains
about heing
bored
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Introduction to the Problem

Accepted educational techniques, and human attitudes toward them, have changed through
time. These changes in techniques depended on culture, station in life, and gender of students.
Some cultures valued education more than other cultures did. For example, classical Greece
culture was known for its philosophers and their advanced thoughts and discoveries. During the
time of Sophocles and Aristotle, the aristocracy and the wealthy were generally the only ones to
receive an education. The females of those stations obtained a limited degree of education that
would provide them the most advantage in finding a husband and running a household. In the
educational system of classic Greece, the technique used to transmit educational instruction was
mainly lectures given by instructors to the male students. An exception was the instruction of
military knowledge where demonstrations augmented lecture techniques to illustrate the exact
methods needed in warfare.

Over the centuries, many cultures have risen to, and fallen from, places of educational
superiority. We know about these cultures through their surviving history, art, and literature.
Much of a culture’s personality was expressed through its plays, art, and music. These arts can
express much of the knowledge of a culture, many without the necessity of understanding the
language of the culture.

Nonverbal artistic transfer of educational information has taken place since the time of the
caveman. Prehistoric paintings inform the viewer of the animals that lived in the vicinity of the
cavemen, and the cavemen’s knowledge concerning those animals, such as which animals were
for food and how they were hunted. If the present-day educational system used our predecessors

as examples, the arts could possibly be used to help students better understand academic subject
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matter, and, thereby, reduce the number of children being lost or unsure in their pursuit of an

education.
Area of Focus Statement

The purpose of this study was to determine how well the arts enhanced traditional
educational techniques.
Background

The issue of academic enhancement through the use of the arts has been discussed for
many years. Many statistical studies support the use of the arts to aid in the retention and
illustration of knowledge of academic subject matter. The arts have also been shown to help a
child to develop self-worth, maturity, a routine, and determination. All these attitudes can
support a child’s improvement in his or her academic achievement; thus, the arts can be
considered useful in the enhancement of education.

“The change in academic enhancement was most extensive and powerful when emotion
was part of the learning. ... The important idea, then, was that the arts trigger emotion” that
enhances education (Zull, 2005, p. 2). “There have been many statistics to support the use of the
arts to aid in the retention of knowledge of academic subject matters” (Pankratz & O’Donnell,
2001, p. 18).

As shown in the following exemplar set of statistical data, Zull (2005) correlated the
enhancement of both verbal and mathematical test scores with the inclusion of various art

coursework in an academic setting:

Verbal Mean Scores Math Mean Score

No Art Coursework 477 496
Acting/Play 542 532
Art History/Appreciation 517 518
Dance 514 510

Drama: Study or Appreciation 534 522
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Music: Study or Appreciation 538 537
Music Performance 532 534
Photography/Film 526 526
Studio Art/Design 524 528

However, not all school systems yet support art enhancement of conventional educational
techniques. In carrying out this present study, the research objective was to illustrate a better
understanding of, and quantify the outcome of, the use of arts in educational enhancement in
order to profit the child by increasing the student’s capacity to understand academic subjects.
Limitations

The time limit for this research constrained the amount of time that could be spent on the
use of the arts in the research classroom. Therefore, the full potential of the use of the arts in
education may not be seen in the study results.

Possible Questions
1. How did the lack of the arts in education affect students?
2. Did the use of arts enhancement increase the students’ gain of knowledge?
3. How did the use of the arts affect the students’ attitude toward school?
4. Did the teacher believe that the use of the arts made a difference in the children’s progress
and self-esteem?
Review of Literature

For thousands of years, the arts, including music, dance, drawing, and theater, were used to
teach new ideas and communicate knowledge. Exemplars of such historical use of the arts
include (a) cave drawings in Europe and elsewhere, (b) the traditional music, (c) folkdance, and
(d) ancient theater, such as Greek theater which conveyed belief in mythological gods. These are
but a few examples of the historical use of the arts to communicate knowledge that existed

throughout the world. These artistic techniques of communication were unique in that they did
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not require the ability to read, or, in some instances, the ability to understand the spoken
language.
In the past couple of centuries, the usefulness and importance of the arts in education have
been forgotten or ignored. It has only been in the last 20 years that artistic augmentation of
conventional educational techniques has been rediscovered. Art enhancement has yet to be
accepted in mainstream instruction of educational techniques, possibly due to the fact that the
educational instructors and administrations do not widely understand how or why the brain of a
student responds to the arts so as to enable the student to better understand and remember newly
gained knowledge.
Recent studies have shown that, during the process of education, the chemical make-up of
the brain changes, especially if sentiments are involved:
The chemical of emotion, such as adrenalin, serotonin, and dopamine acted by the
modification of synapses; and the modification of synapses was the very root of
learning. In some cases, such change did not occur at all unless the emotion
chemicals and structures in the brain were engaged. (Zull, 2005, p. 2)

Seat of Learning through the Senses

The repetition of new experiences or new knowledge has also been shown to alter the
chemical communications within the brain. Zull (2005) demonstrated that the emotions involved
in such experiences encouraged the brain to release dopamine in the “brain’s cortex used to
create ideas, make decisions, and plan our actions,” (p. 2) which gave a gratifying effect to the
individual and encouraged the person to repeat the experience. Knowing this information, it is

logical to include the arts in the conventional leaning process.
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Thompson & Towles (2006) reported that the educational process needs to be initiated even
before preschool. According to such studies, a child’s interest was stimulated by exposing him or
her to new ideas, and by enhancing the experience with the use of drawings, songs, and acting
out things. This enrichment form was continued from preschool into higher levels of education.
Drawings enabled the child to visualize what was explained such as connecting the name of an
object with the drawing of the object (Chudler & Konrad, 2004; Wilcox & Sterling, 2006, p. 37).
Songs helped children memorize newly-gained knowledge such as the ABC’s, historical events,
mathematical facts, and the science fun song of the bones (Gallegos & Chamberlain, 2006, p.
46). Theater has been used to help young children learn and remember things such as manners,
and has been used to help young children model processes such as modeling the reading process
through play-acting the sequence of events in plays like Little Red Riding Hood. The inclusion
of the arts has frequently made the difference in a child being successful in his or her early
education, and, by doing this, has laid the foundation for the house of knowledge (Subramaniam,
2006, p. 62). In school, it began with preschool (Quinn, 2006).

Until now, preschool has been concerned with getting the children ready for kindergarten
emotionally, but not cognitively. This had led to many children starting school academically ill-
prepared, especially those children from poverty or other disadvantaged conditions. Historically,
students that started school with scholarly advantages stayed ahead, leaving the other children
behind. However, once students started school academically behind, with each passing year, it
became increasingly difficult to catch up to their peers. As time passed, these disadvantaged
children fell farther and farther behind (Landry, Swank, Smith, Assel, & Gunnewig, 2006).

Disadvantaged children are not doomed to academic failure. At the end of one study about

the importance of preschool instruction, the students’ post-tests were compared to their base
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tests. Results illustrated that the children of poverty who were exposed to preschool academic
instruction started kindergarten at standard academic levels, rather than beginning academically
behind other kindergarten students. Preschool established the disadvantaged children on a better
footing for kindergarten, which, in turn, created a springboard for their academic career. “This is
an important forged message created through the fires of trial and error” (Landry et al., 2006, p.
306).

Of interest to researchers Thompson & Towles (2006) was the Montessori School’s method
of instruction, where all the arts were used with a hands-on approach. The philosophy of the
Montessori School was based on its founder’s belief that learning was a natural process in which
an educator provided the stimulus, materials, and activities for the children to use in order to
explore new experiences. Testing of the Montessori School’s arts-enhanced method of
instruction illustrated the extreme importance of preparing young children in a manner where
they had a firm base of knowledge, which had been built and expounded on in order to broaden
the foundation for accepting new material. Without this strong base of information, the
foundation would have been faulty, the introduction of new material would have collapsed, and
there would have been no foundation on which to build any other newly-introduced material
(Thompson & Towles, 2006).

Many kindergarten children from advantaged families already had this foundation in place
and grew faster academically than the disadvantaged kindergarten children. As preschoolers, the
advantaged children had been exposed to cultural activities within the community, and had been
provided with material at home to actively participate in the use and enjoyment of the art forms

(Landry et al., 2006). Children of poverty can experience the same advantages if the flow of
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action changed to give the deprived a bridge to cross the creek of missed opportunities to the
land of found skills.

There have been workshops created to help teachers to learn art-enhanced ways to instruct
students so as to make education a more rememberable and rewarding experience. Workshops to
carry out this purpose were initiated by Kathryn Jones, the head of the “nonprofit organization
Rainbow Fleet that provided affordable and quality childcare to the community of Oklahoma
City” (Thompson & Towles, 2006). Jones” workshops were made possible through grants which
paid for Montessori teachers to help educate preschool caregivers, and to enable the caregivers to
earn credits toward becoming a “child development associate” (Thompson & Towles, 2006).

The workshops consisted of six, 2-hour sessions. The six workshop sessions were offered
three times over a year and a half time span. Each session had typically 18 participants, with 40
percent of the total participants attending every meeting. The conferences were attended by more
than half of the total participants for two-thirds of the sessions. These assemblies were conducted
in a relaxed atmosphere in which new materials were introduced while food and drinks were
being provided. The participants were also able to have informal conversations with their
instructors, which provided them with opportunities to question the authorities on other methods
of instruction and uses of the materials.

The first session pertained to strategies for providing children with the opportunity to
practice everyday-life motor skills and the chance to self-correct their own mistakes. The second
meeting gave caregivers experiences on how to provide students with motivation and exercises
in “self-control, purposeful movement, and group cohesiveness” (Thompson & Towles, 2006, p.
22-24). The third and fourth assemblies provided facts on the stages of “language from birth to

six years old using listening, oral, visual, and prewriting skills” (Thompson & Towles, 2006, p.
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22-24). The fifth encounter supplied information on how to develop “knowledge about numbers”
(Thompson & Towles, 2006, p. 22-24). The sixth get-together dealt with developing sensory
skills. All six sessions used art-enhanced methods to help enrich the learning process through the
use of songs, games, drama, and/or creative activities. These sessions were so successful and
entertaining that the participants asked for more developmental conferences, as well as more in-
depth programs concerning younger age groups.

The use of music on memory and the emotional wellbeing of the students have been
explored by other studies. The utilization of music therapy with special needs children better
enabled a student to remember information. Music was shown to be the key element used to
hook memory and learning together such that the student more easily recalled information by
humming the tune used during instruction to instill the information in the student’s mind. “The
tune used to memorize the A, B, and C’s was an example of this technique” (Gallegos &
Chamberlain, 2006, p. 49). This procedure has been widely used to teach a broad variety of
factual information.

One study of the therapy aspect of music has shown that music enabled a great
enhancement of a student’s “self-confidence and socialization skills” and was conducive to the
“emotions and self-esteem of students” (Gallegos & Chamberlain, 2006, p. 48). It was especially
important for those lacking educational talent or receiving low grade points. This method of
learning has been a way for the mainstreamed special needs student to show the other students a
new characteristic of their personalities and intellects, and to gain peer respect for what he or she
has accomplished.

In our country, “there have been about seventy schools that prepared educators of music

therapy which were approved by the American Association of Music Therapy. Each faculty was
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composed of instructors that crossed many different areas of education and medicine” (Gallegos
& Chamberlain, 2006, p. 49). This broadened the educational base from which therapeutic
educators have drawn knowledge as to how to best help their special charges. These special
educators helped create a network with other special educators to better reach special needs
students and teachers who might not have any knowledge of how to help their special needs
children.

Such special needs students should be treated as any other student in that their instructors
should help them to reach their full potential using any available educational technique. Despite
this instructional goal, few special needs students have been included in music classes because
conventionally-trained instructors have been daunted by the thought of trying to convey musical
knowledge to these students. The critical attribute of this musical wisdom is for the special needs
child to learn how to enjoy this time, and to carry this knowledge learned through music therapy
into his or her future. Many teachers have missed this meaning and have let their own fear hold
them back from aiding these unique children in accessing a new avenue for enjoyment, learning,
and social connection with normal children (Gallegos & Chamberlain, 2006). Many normal
children were typically not around these special children, and, therefore, they did not understand
them. This unfamiliarity has caused academically typical children to have trouble keeping their
minds on their work when they are suddenly put in a class with the special children. Introducing
the children through the common ground of music could eliminate this action because this art
moves all that hear to special meaning and understanding.

Another emotion-provoking art is theater, which has been used to express clarification of
recently acquired information. The effectiveness of the theatrical arts in enhancing conventional

instruction was shown in a study wherein American folklore stories corresponding to nature,
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such as “Pecos Bill and the taming of a tornado,” have been read before the introduction of the
lesson (Wilcox & Sterling, 2006, p. 36-41). The story stimulated the student to search for more
information on the topic. The students were then allowed to create their own plays about the
folklore which would be read, and then presented to the class. After this, the children went to
various learning centers to widen their knowledge base. They went on to create dioramas and
writing journals about such things as how people in the 1800’s might have perceived different
kinds of natural occurrences, which might have explained the creation of the American folklore.
The children created scenes from natural events, as well. Also, the students explored how they
might have sent out weather warnings, and analyzed how these events affected the lives of
people in the 19th Century. These mental exercises manifested emotions that activated
chemicals in the brain, and made this a very rewarding learning session (Wilcox & Sterling,
2006).

Current research indicates that educational enhancement through the utilization of art has
only taken place when the students received pleasure by understanding new knowledge through
the use of selected art forms. The students’ brains were stimulated, and made new connections in
the learning process, thereby creating new neural pathways to store the newly-gained knowledge.

This information suggests that instructors should willingly increase their curriculum’s
stimuli through the introduction of the arts. In the future, teachers who understand the
importance of arts enhancement will endeavor to use this to give their students the best possible
opportunity to learn.

Data Collection and Results

Data Collection
Methodology
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In this section of the paper, an explanation of how the study was carried out will illuminate
the plan of execution followed in conducting the research. When creating this plan, the purpose
of the action research, and its possible outcomes, were kept in mind in order to help guide the
planning process.

This paper’s purpose was to research the degree of academic enhancement that
incorporation of arts-enhanced strategies provided in comparison to traditional methods of
instruction. Therefore, the plan of execution began with pre-testing students to get their base
results before initiating the control period, which consisted of the use of traditional instruction
without arts enhancement. At the end of this control period, another test was given. Comparing
the pre-test and post-test gave the results of the traditional educational method. The results of the
control period post-test were used as the pre-test for the research period. The research time used
the different arts to help the students to absorb the new information being presented. At the end
of this research period, a third test was given. The second set of tests was compared to the third
set of tests. The comparison of these two sets of tests revealed the degree of enhancement that
the arts provided over the traditional method, which was of the main objective of this research.
Membership and Negotiations

This research took place during the first student teaching placement in a second grade
classroom at a suburban elementary school in Hamilton County. The researcher and the teacher
involved negotiated the topics of classes used for classroom instruction during the execution of
this research, and determined that a series of science unit lessons were to be taught. Of course,
the standards used depended on what topic the science unit lessons encompassed. The total time
of this study consisted of the 3rd and 4th project weeks of the first placement.

Description
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This research investigated the use of the arts to instruct the class in the negotiated science
lessons, which was pre-decided between the researcher and the classroom’s teacher. The
classroom teacher and student teacher assigned the classroom students specified codes that were
only known to the two teachers. This allowed the students’ anonymity to be kept during the
research process.

The following plan was instated. At the beginning of the 3rd week of the first placement, a
pre-test was given to the students to clarify what prior knowledge of the subject matter the
students possessed. Also, the students were given a pre-attitude survey on the arts. Next, all
second-grade teachers received a pre-attitude survey before the research period began. The 3rd
week of school during the first placement was treated as the control period for the class, so the
science lessons were taught without the use of arts enhancement. A control period post-
test/research period pre-test was given prior to continuing the research period. The 4th week was
then used to instruct the students, while incorporating the use of the arts. At the end of the 4th
week, the students were retested and the research period’s pre-test and post-tests were compared
against each other for each student. A post-attitude student survey was given and compared with
the pre-attitude student survey. All the second-grade instructors received a post-attitude survey to
be compared to the teachers’ pre-attitude surveys. The comparisons of the pre-test and post-test,
as well as the pre-survey and post-survey of the students and the instructors revealed how
successful the use of the arts enhancement method was.

Examples of the surveys are in Appendix A. The pre-test and post-test are contained in
Appendix B.

Data Collection Methods
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Rationale. There were four questions to which this research hoped to respond. How the
students were tested depended on each question, and how it could be answered. The research
methods gave either qualitative or quantitative answers. The techniques that gave the most valid
and reliable responses were the ones that provided quantitative results. The questions that the
research hoped to answer were the following.

1.  How did the lack of arts education affect students?

2.  Did the use of arts enhancement increase the students’ gain of knowledge?

3. How did the use of the arts affect the students’ attitude toward school?

4.  Did the teacher believe that the use of the arts would make a difference in the

children’s progress in their academics and self-esteem?
Course of action

The initial tests were given at the beginning of the 3rd week of the first 8-week placement.
The initial tests consisted of surveys for the teachers involved in the research process, as well as
the pre-tests for the students and the pre-attitude student survey on the arts.

After the initial testing (test A), the class received their pre-arranged science lessons
without the use of the arts. A week of basic instruction on the solar system was presented in the
traditional manner by reading to the class from Space Explorers by The Magic School Bus
(Moore, 2000). This established the control for the class that would last 1 week. During the
week, observations of the students and their portfolios helped the researcher and the classroom
teacher to determine if the students were making progress. At the end of the control period, a
post-test (test B) was given. The two tests were compared to establish the knowledge conveyed
by the traditional method. Note: Post-test B results were used as the research period pre-test

which established the students’ knowledge prior to the initiation of the arts-enhanced instruction.
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Again, observations were made throughout the 4™ week by the researcher and the
instructor to verify progress made by the students. At the end of the 4th week, a post-test (test C)
was administered to establish how much was learned during this time. All three tests were the
identical test to prevent any misunderstandings or anomalies in the testing process. The results of
the tests and their comparisons are located in tabular form in Appendix C. The test data are
presented in Appendix D. The second-grade instructors were also given a post-survey to
determine if their opinions about arts-enhancement had changed during this research time. A
post-attitude student survey on the arts was also given to the students involved in this study. At
the end of the research, the knowledge gained by the students during the control time was
compared with the period that arts enhancement was used. The test results and comparisons are
reported in Appendix A expedited evaluation of the students’ the gain of knowledge for each
period.

Resources Statement

The Tennessee Academic Standards and Hamilton County Department of Education
Standards and Benchmarks were used. Frequent consultations with the classroom teacher helped
to guarantee that the researcher stayed on track while proceeding with the project. Planning for
the science lessons, and having the educational materials and art materials ready for the class
prior to instruction, was essential.
List of Material Resources

Tennessee Academic Standards, Hamilton County Department of Education Standards and
Benchmarks, unit and lesson plans, an overhead projector, projector film, a tape player, tapes,
music tapes, a paper cutter, art supplies, a stapler, a copying machine, paper, a computer, etc.

were utilized.
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Results
As previously stated, the purpose of this research was to evaluate the usefulness of arts
enhancement in education to aid in the understanding and retention of educational material, as
compared to traditional instruction without enhancement. The results of the comparisons helped
to answer the research questions, which informed the researcher, and the instructor involved in
the research, if the use of the arts-enhanced instruction increased the gain of knowledge.
Comparison of the pre-student attitude survey and the post-student attitude survey on the use of
the arts helped to answer if the arts affected the students with a positive or negative attitude
towards learning.
The following are the grade ranges used in scoring the tests:
90 to 100 is an “A.”
80to89isa“B.”
70to 79isa“C.”
60to69isa“D.”
59 and below is a “F.”
The control period pre-test presented the following results:
“AY Q.
“gr 3
“cr 9
“pr 1
“pr 1
This test illuminated the fact none of the students knew everything that was on the test.

Only three students had more than an average amount of knowledge. Two students knew an
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average range of information about the solar system. One barely passed. Finally, almost two-
thirds of the class failed the pre-test.

After reading the chosen book for the control period, the control period post-test was given.
These results established the knowledge gained during the control period. The control period

post-test presented the following results:

a1
-
——
o 4
—_

After this control period, there was a gain of one “A,” a loss of one “B,” a gain of one “C,”
a gain of three “D’s,” and a loss of four “F’s.” This test established that there was some
knowledge gained during the control period’s traditional process.

This control period post-test was also used as the pre-test for the research period. The arts-
enhanced process, during this investigation phase, utilized music, art, and body movement, as
well as colorful transparencies on the overhead projector to convey knowledge to the students.
The research period post-test was given after this time and compared to the control period post-

test. The research period post-test presented the following results:

a4
—
—_—
o 1
e
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There was a gain of three “A’s,” a gain of four “B’s,” a gain of one “C,” a loss of three
“D’s,” and finally a loss of five “F’s” when compared to the control period post-test.

In comparing the tests results of each student, one can understand the gain or loss for each
test, and which educational presentation method was best responded to by the student.

These test results showed that five students seemed to like the traditional process best.
Eleven showed an improvement using the enrichment process, and one showed neither an
improvement nor a loss using the enrichment method or the traditional.

This research illustrated the answer to the proposed purpose of this study to determine how
well the arts enhanced education by the retention of gained knowledge.

The research showed:

1.  The percentage of students that learned and retained knowledge best by the arts

enhanced method was 65%.

2. The percentage of students that learned and retained knowledge best by the traditional
method was 29%.

3. The percentage of students that learned and retained knowledge equally well with
either method was 6%.

Responses to the possible questions proposed at the beginning of the research are as

follows:

1. How did the lack of arts in education affect students? Answer: Without the
employment of the arts-enriched strategies, 65% of the students would have achieved
at a lower level of performance.

2. Did the use of the arts enhancement increase the gain of knowledge? Answer: Yes. It

enabled 65% of the students to achieve at a higher level, while 6% of the students
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learned equally well with either method, and 29% of the students were inclined to
learn best with the rote, traditional method.

3. How did the use of the arts affect the students’ attitudes towards school? Answer:
One hundred percent of the students anticipated with happiness the strategies used
with the arts enhancement approach to teaching. It seemed to help them look forward
to the next day of school.

4.  Did the teacher believe that the use of the arts made a difference in the children’s
progress and self-esteem? Answer: Yes. The cooperative teacher, as well as the other
second-grade teachers surveyed observed the excitement and happiness demonstrated
by the students using this method of learning.

The findings of this research are valuable in that they illustrated which method could
possibly best convey the information to the student. This would be needed information for the
teacher to proceed in the educational process for the students. The students could also find the
information valuable by understanding which educational process that each learns with best, and
utilize it while studying.

While evaluating the test results of these students, it was necessary to understand certain
information about the students that may have or did affect their test taking. Two students were
inclusion students. One student was hard of hearing. Five students were below average, and, as a
consequence, the tests were read to these students on the first two administrations. The third test
was not read to them, so this could have possibly affected the outcome by reducing the students’
test scores. However, the overall outcome would still be the same. The majority of the class
preferred, and profited from, the arts-enrichment method. There was a gain by the class of 350

points using the arts-enhanced method, while there was only a 110-point gain using the
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traditional method. Therefore, the purpose of the research was clarified. The arts-enhancement
method indicated it was the best method for information transfer for the majority of students.

The analysis of the teachers’ responses revealed the overall instructor view on the use of art
in the educational process as containing very useful strategies.

The pre-survey, which was given prior to the art-enhanced science unit, revealed that 40%
of the students had prior experience with art enhancement with use of songs, dance, and painting.
These children felt it aided them in better understanding the subject matter being studied. One
hundred percent of the second-grade teachers had actively used this educational process through
songs, dance, and theater. They had a similar viewpoint as the students who had experienced this
learning procedure. At the end of the research, a post-survey was given to the students and
instructors to see if their views had changed since the beginning of the research period. These
results revealed that 100% of the students experienced a positive attitude towards the arts-
enhanced instructive strategy. The instructors concurred, after they witnessed that the students
were kept positively engaged, and seemed to understand the subject matter better during this
research period, by use of various forms of arts enhancement.

Conclusions and Recommendations

The arts have been used for thousands of years to communicate with others. It has been
also documented that the use of the arts stimulates the brain to release certain chemicals to
communicate from one synapse to another. This induces a sense of pleasure, which will
encourage a repetition of the event that caused the sensation. In conjunction with traditional
academic instruction, the arts enhance the experience of learning and make it more memorable
for the students. Therefore, the pupils will be able to draw more easily on the learned

information, as needed for future learning experiences.
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Conclusions

This research illustrated the importance of the use of the arts in education which was
revealed by the fact 65% of the students learned, and retained knowledge best, by the arts-
enhanced method.

There is a lesson to be learned about the ways in which we design curricula and the
components of the materials we provide for students to utilize in their work. In order to carry this
out, there are many grants to help support this endeavor. Grants are offered through Tennessee
Arts Commission Community Enhancement Grants, M.T.S.U. Faculty Creative Activity Grant,
and the National PTA Mary Lou Anderson Reflections Art Enhancement Grant Program. The
NEA organization reports on the importance of the inclusion of the arts in education, and the
results of its use. Also, it lists the different grants that are available for use (Ball, 2002, p. 1-44).
There are various professional educational development programs available to help instructors to
learn new ways to enhance their instructional strategies such as Braindance and the workshops
offered by the Rainbow Fleet (Thompson & Towles, 2006). The use of technology can aid the
educator in finding new ideas in the field of arts enhancement. Also, the teacher could access the
interactive programs dealing with the topic being taught, for example, http://www.funbrain.com.

Decisions we make about such matters have a great deal to do with the kinds of minds we
develop in school. Minds, unlike brains, are not entirely given at birth; minds are also forms of
cultural achievement. The kinds of minds we develop are profoundly influenced by the
opportunities to learn that the school provides. This is the point of my remarks about what
education might learn from the arts. Education is a process of learning how to become the
architect of our own education. It is a process that does not terminate until we do (Eisner, 2002,

p. 11-12).
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Because not all children learn in the same manner, many different forms of instruction
should be used to reach the maximum number of students. Both traditional and arts-enhanced
instructional strategies work hand-in-hand to help students in the learning process. As a novice
researcher, | would like to propose that an interested teacher write a grant to obtain funding for
arts-enhancement materials, so an arts-enhanced unit could be created, taught, and shared with
the faculty and student body to motivate instructors to incorporate the use of the arts-enhanced
teaching strategies. The flexibility of the instructor to be able to blend the traditional and arts-
enhanced instruction is what makes an effective teacher.
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Appendix A

Student Survey
Pre-research Analysis

During my Student Teaching, | am required to carry out research and write a paper about the
results of the research. My investigation will test the quality of enhancement the arts will play in
the academic process. Please answer these questions as truthfully as possible. It would greatly
augment the results of my research. Thank you for helping me with my research endeavor.

1) Have you ever used an art (art, music, theater, or dance) to better understand a subject?

2) If you have, when did you do it? What was the art? What was the subject?

3) How did the art seem to help you?
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Student Survey
Post-research Analysis

During my Student Teaching, | am required to carry out research and write a paper about the
results of the research. My investigation will test the quality of enhancement the arts will play in
the academic process. Please answer these questions as truthfully as possible. It would greatly
augment the results of my research. Thank you for helping me with my research endeavor.

1) Did you have fun during this research? If so, how did you have fun?

2) What did you learn? Did you use an art to help you understand the subject?

3) How did the art seem to help you?
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Instructor Survey
Pre-research Analysis

During my Student Teaching, | am required to carry out research and write a paper about the
results of the research. My investigation will test the quality of enhancement the arts will play in
the academic process. Please answer these questions as truthfully as possible. It would greatly
augment the results of my research. Thank you for helping me with my research endeavor.

1) Have you ever used an art (art, music, theater, or dance) to teach a subject?

2) If you have, when did you do it? What was the art? What was the subject?

3) How did the art seem to help you?
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Instructor Survey
Post-research Analysis

During my Student Teaching, | am required to carry out research and write a paper about the
results of the research. My investigation will test the quality of enhancement the arts will play in
the academic process. Please answer these questions as truthfully as possible. It would greatly
augment the results of my research. Thank you for helping me with my research endeavor.

1) Did you enjoy observing this research? Did the students seem to learn?

2) How did or would this help your students?

3) How would this art help you to teach?



Appendix B
2" Grade Science

First/Second/Third Space Trip

Directions: Circle the letter of the correct answer for each multiple choice question.

1) Thesunisa

a) star

b) planet
c) comet
d) satellite

2) The earth is the planet from the sun.

a) first
b) second
c) third
d) fourth

3) The moonisa

a) planet

b) star

c) natural satellite
d) comet

4) Astarisa

a) afrozen planet

b) a ball of gas that burns at extremely high temperatures
c) the last planet

d) moon

5) Acometisa

a) chunks of ice and rock
b) burning ball of gas

c) aplanet

d) amoon
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6) Earth is where we live.

a) True
b) False

7) A meteorisa

a) cloud of dust

b) chunks of rock that hit the earth as meteorites
¢) ashoe thrown in space

d) planet

8) An asteroid is a

a) floating boulders located in the asteroid belt
b) flaming ball of fire

c) frozen planet

d) moon

9) The moon has

a) volcanoes
b) lakes
c) phases
d) aman

10) The sun gives

a) shade
b) light and heat
c) rain
d) sea sickness

11) Which planet is the largest?

a) Pluto
b) Venus
c) Jupiter
d) Mars

7



12) Which planet is the smallest?

a) Mercury
b) Saturn
c) Earth
d) Pluto

13) Which planet is the furthest from the sun?

a) Neptune
b) Earth
¢c) Moon
d) Pluto

14) Which planet is the closest to the sun?

a) Earth
b) Pluto
c) Jupiter
d) Mercury

15) How many moons does Earth have/

a) one
b) two
c) three
d) four

16) What planet has the most moons?

a) Earth
b) Saturn
c) Pluto
d) Venus
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17) Which planet has plants and animals?

a) Earth
b) Mercury
c) Mars
d) Venus

18) Which planet has an atmosphere where humans can live?

a) Jupiter
b) Moon
c) Mars
d) Earth

19) The planets with rings are

a) Earth and Sun

b) Mars and Venus
c) Pluto and Mercury
d) Saturn and Uranus

20) The atmosphere is

a) the space around the sun

b) the space between Jupiter and Neptune
c) the blanket of air around the Earth

d) the last planet



1)
2)
3)
4)
5)
6)
7)
8)
9)
10)
11)
12)
13)
14)
15)
16)
17)
18)
19)

20)

2" Grade Science Space Trip Answer Sheet
a - star

C - third

C - natural satellite

b - a ball of gas that burns at extremely high temperatures
a - chunks of ice and rock

a-True

b - chunks of rock that hit the earth as meteorites
a - floating boulders located in the asteroid belt
C - phases

b - light and heat

c - Jupiter

d - Pluto

d - Pluto

d - Mercury

a-one

b - Saturn

a - Earth

d - Earth

d - Saturn and Uranus

¢ - the blanket of air around the Earth
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Appendix C
Class #1 comparative grading of tests for evaluation

------------- ]V Y [ | || 7 SO——
Pretest Posttest Pretest Posttest
Student test A testB  testB-test A testB  test C test C- test B

C1-S1 70 65 -5 65 95 30

C1-S2 45 80 35 80 75 -5

C1-S3 80 70 -10 70 80 10

C1-54 30 40 10 40 25 -15

C1-S5 45 45 0 45 95 50

C1-S6 60 75 15 75 85 10

C1-S7 85 90 5 90 100 10

C1-S8 30 30 0 30 85 55

C1-S9 50 65 15 65 75 10
C1-S10 45 60 15 60 85 15
C1-S11 70 70 0 70 85 15
C1-S12 95 95 0 95 80 25
C1-S13 45 15 -30 15 75 60
C1-S14 85 85 0 85 100 15
C1-S15 50 65 15 65 65 0

C1-S16 50 45 -5 45 70 25
C1-S17 25 15 -10 15 30 15

Number of times test # B had best scores 2
Number of times test # C had best scores 14
Overall best method used (Traditional or Enhanced)  Enhanced




Appendix D
Test Data
Test A TestB | TestC
[Flight /Flight | /Flight TestB- Test C- Best Method

Student One Two | Three TestA TestB Used
Student #1 70 65 95 65-70= -5 95-65=+30 | Enriched
Student #2 45 80 75 80-45=+35 | 75-80=-5 Traditional
Student #3 80 70 80 70-80=-10 | 80-70=+10 | Enriched
Student #4 30 40 25 40-30=+10 | 25-40=-15 | Traditional
Student #5 45 45 95 45-45=0 95-45=+50 | Enriched
Student #6 60 75 85 75-60=+15 | 85-75=+10 | Traditional
Student #7 85 90 100 90-85=+5 100-90=+10 | Enriched
Student #8 30 30 85 30-30=0 85-30=+55 | Enriched
Student #9 50 65 75 65-50=+15 | 75-65=+10 | Traditional
Student#10 45 60 85 60-45=+15 | 85-60=+15 | Equal
Student#11 70 70 85 70-70=0 85-70=+15 | Enriched
Student#12 55 55 80 55-55=0 80-50=+30 | Enriched
Student#13 45 15 75 15-45+-30 75-15=+60 | Enriched
Student#14 85 85 100 85-85=0 100-85=+15 | Enriched
Student#15 50 65 65 65-50=+15 | 65-65=0 Traditional
Student#16 50 45 70 45-50=-5 70-45=+25 | Enriched
Student#17 25 15 30 15-25=-10 | 30-15=+15 | Enriched

Numerical comparison of pre-test and post-test.
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Coloring a New Look on Education

60 I it 11 m=immlh
Tests OTest #1

40+ | {1 | m Test #2
20 - 1 { 1 ﬂ I ﬂ]{ W Test #3
O i

1 2 3 4 5 6 7 8 9 10111213 14 15 16 17 18

Students
Bar graph for the students’ three tests.
Control Research
(Traditional) (Arts Enhanced)
Total Points Lost -60 -20
Total Points Gained + 110 +350
Number of Times 5 11
Greatest Gain
Overall Best Method No Yes
Used
Comparison of points gained or lost on the pre-test and post-test.
Test #1 Test #2 Test #3
Mean 54.1 57.1 76.8
Mode 45 65 85
Median 50 65 80

Statistics for the pre-test and post-test.
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Introduction to the Problem

This project design is based on the specific needs and resources available to working adult
students enrolled at a school in Chamblee, Georgia. The school has a diverse adult student
population enrolled in their English Speakers of Other Languages program. There are
approximately 726 students enrolled, representing 56 different nationalities and 45different
languages. Students are 18 years or older; most are employed and attend school after work.
Classes are based on three, 5-week sessions of 100 hours, or 4-hour-long class sessions, Monday
through Friday, for 5 weeks. The current evening schedule is from 6:00 p.m.-10:00 p.m. This
schedule is important to note as part of the rationale of this project is to underscore the obvious
limitations on time that each student faces. Currently, there are free help sessions available for
struggling students, but few are able to take advantage of the service because they work or attend
classes for 12 hours each day, assuming an 8-hour work-day combined with 4 hours of class
time. Study time is squeezed into small blocks of time, in a variety of places, during the day for
students, so many students are not able to attend help sessions due to their already grueling
schedules.

Many of the school’s students are struggling to learn. They attend class regularly. They are
highly motivated. Most of the students make sacrifices to attend. Those sacrifices include time,
money, and effort. But many do not have the study skills, the learning schema, or the
metacognitive knowledge to make effective use of the limited time that they have. Some drop out
because their grades fall as the coursework becomes more content-centered and more difficult
grammatically.

It is an almost painful process to watch as a student fails because he or she is too tired to

study or does not study effectively enough to succeed. This project is an effort to introduce



students to learning strategies, raise their metacognitive awareness, and expand their learning

schema—one student at a time.
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Review of Literature

Research on teaching learning strategies indicates that, perhaps, the best way to teach
learning strategies is by incorporating them into regular classroom instruction. “Effective
strategy instruction is an integral part of classroom instruction, regardless of the content being
taught: it is not an additional subject” (Beckman, 2002). Making strategy instruction an integral
part of the educator’s pedagogy is referred to as the Direct Instruction model by Kinoshita
(2003), the Transactional Strategies Instruction (TSI) model by Beckman (2002), and Strategies-
Based Instruction (SBI), by Cohen (2003), in their reviews of literature.

Although direct instruction is generally considered the most effective method of
introducing learning strategies and increasing metacognitive self-awareness, | did not choose to
explore that option, for a variety of reasons. | wanted to reach students that | knew were having
difficulties in subsequent classes because conversations with former students revealed their need
for better learning strategies. | also considered direct instruction a possible conflict of interest as
my students may have felt pressured to participate in spite of any disclaimers to the contrary. |
also did not want to alter my teaching style because the courses are heavily content-based.

Students can attend day or evening classes, as their schedules demand. For example, one
student attended my class for 3 nights per week and another teacher’s class for 2 days per week
because of her work schedules. She had two jobs and maintained this combined schedule until
she graduated. Others are less predictable, but do use the day or evening option frequently.

Andrew Cohen, of the Center for Advanced Research on Language Acquisition at the
University of Minnesota, describes three frameworks for strategy instruction in the ERIC Digest,
Strategy Training for Second Language Learners (2003), that are direct instruction models. The

models were proposed by Pearson and Dole (1987), Oxford et al. (1990), and Chamot and
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O’Malley (1994) (cited in Cohen, 2003). Cohen continues his commentary by describing options
other than direct instruction:
e General study skills courses, separate courses.
e Awareness training, lecture/discussion formats, not usually part of regular classes.
e Workshops, variable time and goal expectations.
e Textbooks, embedded strategy instruction.
¢ Video instruction.
He notes that there are a variety of institutional situations combined with a diversity of students’
needs and resources.

General study courses, lectures, and workshops are methods that would take time away
from the class sessions, or be inaccessible for the majority of the students. There is not enough
extra time, money, or energy for extracurricular studies for most students at the school.
Predictably, the ones who would need the consciousness raising the least would be the most
likely to participate. These options were considered, but my idea of using study packets and
independent learning was based on the existing “help session” model that is underutilized, presumably due to
time limitations. Students who need tutoring are accustomed to the idea of individual help with
specific lessons. Giving individuals extra information, as they request it, is similar to giving them
additional individualized instruction, as they request it.

Textbooks were the best alternative option that Cohen cited because the school’s texts
reflect a response strategy instruction’s primary concept of self-awareness. Cambridge
University Press language textbooks were published in 2005 and have been revised to include
more self-assessment. The influence of the idea of the autonomous learner is apparent. Richards’

Interchange: Intro Student’s Book (2004) and Student’s Book 2 (Richards, Hull, & Proctor,
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2005) have two full pages devoted to self-assessment and review after every two chapters. The
lessons and the instructor’s text are embedded with learning strategies that include graphic
organizers, interpersonal interactions, and audio and visual components.

But these components need to be identified and modeled to maximize the student’s
awareness of the metacognitive aspects involved, according to Kinoshita. She states, “the cues
for learners to use specific strategies such as self-monitoring, memorizing and co-operation”
(2003) may not be apparent to the second language learner because the learners may not
understand the instructions in the target language so they may not use the specific strategy being
cued. Therefore, without the necessary metacognitive awareness of “purpose[,] will lose
opportunities to increase their strategy repertoire, to successfully transfer strategies to new
tasks.” Students will not be as likely to transfer these skills or use them as part of their lifelong
system of learning strategies (Kinoshita, 2003). Cohen concurs that, “unless the strategies are
explained, modeled, or reinforced by the classroom teacher, students may not be aware that they
are using strategies at all” (Cohen, 2003). Establishing personal learning repertoires is an integral
part of strategy instruction.

Beckman doubts that many teachers teach strategic learning skills, and “in general,
teachers are not aware of the importance of these skills. The fact that there is such little data
leads to the assumption that strategy instruction is not a general classroom practice” (Beckman,
2002). She continues to discuss the problems of teacher awareness due to accountability issues.
Practically speaking, if a student is not going to be tested on it, it is not going to be taught. The
how and why of learning are not nearly as important as the what of the lesson. This is true for the
majority of teachers in the majority of institutions, which is one reason strategy instruction is not

a common practice, except in special education classes.
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Research for specific learning strategies, which incidentally are the what component of
my research, include many special education sources. Cognitive Strategy Instruction, a
University of Nebraska, Lincoln website, (Reid, 2006) asserts “(s)trategy instruction is one of the
most effective ways of improving academic performance for children with learning difficulties.”
Beckman, Cohen, and Koneshita would delete the qualifier “for children with learning
difficulties.” They offer convincing arguments for incorporating strategy cues and the modeling
of strategic learning, allowing for guided practice and positive reinforcent of the autonomous
learners as part of mainstream classrooms.

If teaching learning strategies is not a commonly accepted pedegogy in the United States,
then it may be assumed that those strategies are not commonly taught elsewhere. Students devise
their own strategies based on their personal learning shemata. Beckman predicts that, “(a)
strategic learner knows the value of using particular strategies through experience, and is eager
to learn others that might prove beneficial.” She also notes, “(i)t can take years to develop a
personal learning schema” (Beckman, 2002). This second observation is one that may offer
another explaination of why teachers may be reluctant to attempt the process of autonomous
learning strategy instruction. Results are incremental and difficult to measure.

Data Collection and Results

Data Collection

Information relating to pre-existing learning strategies and metacognitive awareness is
based on a questionnaire given before receiving the learning packet information. This
questionnaire information has been superseded by direct conversations with students, because a
majority of the students did not give information that accurately reflected their personal

knowledge of their learning style. They asked teachers and other students for help and did not
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utilize the “don’t know” option available. Many left blank spaces for questions that they did not
understand. One considered the questions a test on material he had not covered, so returned a
blank questionnaire with his consent letter. The sample was small enough to accommodate and
adjust for this by interviewing the students.

Discussions with the students revealed that one had highly developed learning schemata
while others had only rudimentary skills and limited self-awareness. Students in this sample were
skewed at either extreme in their preexisting repertoire of learning strategies. Only one qualified
as a “strategic learner,” as described by Beckman. This student is a professional with an
advanced degree in her own country. She is studying at the school prior to entering a certification
program in the medical field. She had a highly-developed learning schema, requested specific
information, and responded beautifully to referrals of available computer software and Web site
addresses. She started using the Rossetta Stone immediately. She rated the websites as
“wonderful” and the graphic organizers as “helpful.” Her response fit Beekman’s profile of an
eager learner adding to her repertoire of strategies (2002). She benefited most with the least
amount of supervision or instruction.

The student who benefited least was a student who never really understood the purpose of
the study. He wanted content information, without any extra material, like learning styles. He
was under pressure to do well on his tests and did not have time to study. This project sounded
like a wonderful idea to him. “Learning better and easier” was how | explained it to students. But
there is no magic involved; students must think and they must encode information. Grammar
rules, particularly irregular verbs, take a lot of effort to learn, so the student was disappointed

with the experience.
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Three other students from my class participated in the study. One student had been out of
school for over 10 years, another student had just moved to the United States and wanted the
information packets he saw me give to two other students, and the third had a limited educational
background, but studies hard and does well. Their learning packets consisted of graphic
organizers, Web sites, and content notes from previous levels. They have said that the
information is “helpful,” but prefer more content information than learning strategy information.
Each will be passing to the next level and they have heard from fellow students that the next
level is much more difficult. I think that they may return frequently to pick up additional
information and Web site addresses.

Three other students have taken the packets but have not followed up by giving me the
consent letter or the questionnaire, for a variety of reasons. Other students have expressed
interest, but “manana,” or “tomorrow” in Spanish, is an expression that I heard many times; this
is a cultural attitude, rather than a specific day or time. Manana, next week, or whenever attitudes
do not work well with specific deadlines.

Subjects

The subjects of the study are adult English as a Second Language students enrolled at an
adult school in Chamblee Campus. Their native languages are Bosnian, Portuguese, Korean, and
Spanish. The age range is from mid-20s to mid-30s. Educational backgrounds range from a
doctorate in dentistry to a high school degree. Most work full time. All attend evening classes at
the school. Many of the students have been out of academic settings for years, and are beginning
again in a foreign language. These are motivated students, but many are pushed to their physical
and mental limits. Many average 4 or 5 hours of sleep per night, on a regular basis. Time and

fatigue are factors that | weighted heavily in designing this project.
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Institutional Setting

The school, accredited by Council on Occupational Education, has a diverse adult student
population enrolled in their English Speakers of Other Languages program. Located in
Chamblee, Georgia just north of Atlanta, the school was established in 1986. Currently, there are
726 students, representing 56 different nationalities and 45 different languages. Students are 18
years old, or older. Most are immigrants, although some are refugees.

The ranges of educational backgrounds are as diverse as the nationalities and cultures. |
have taught a lawyer from Columbia and a second-generation migrant worker from Mexico, in
the same class. Well-educated Ethiopians from urban areas and under-educated Ethiopians from
rural areas attend, as well, so, even within nationalities and ethnic groups, there is diversity. The
educational goals are just as complex and diverse.

Methodology

Originally designed as a pre-test and post-test study, this project is more of a case study.
The students did not respond well to the preliminary sign-up process. They said they wanted to
participate, but only four students signed the consent letter. | am convinced that learning strategy
instruction would benefit almost every student, from the novice to the strategic learner.

Problems with the design of the study reflect the time problems of the students. Unique
communication barriers are based on different cultural and educational expectations, in addition
to the obvious language problems.

Recruitment of subjects

Students were recruited on three levels, through posters, teacher recommendations, and

personal contact by the investigator. | began by talking to students that | knew were having

problems in the advanced levels. | teach at the intermediate and beginner levels, so have many
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former students in the advanced levels. One of the most prevalent problems concerned gerund
and infinitive usage in level seven, so | focused on contacting level seven students initially.
Then, | wrote a letter to my colleagues to explain the project and ask for student referrals. | met
with a group of seven students to discuss their participation in the project, but everyone
involved—the instructor, the students, and myself—became very ill for 36 to 48 hours with some
sort of flu. Two of those students did participate, but the momentum was lost. | then placed
posters in the hallways, which actually netted the most participants. Three of my students asked
if they could become part of the project because of the posters.
Description of the learning packet

The learning packet was a plastic, three-prong folder containing the consent letter and the
survey (see Appendix A). When the students returned the folder, | asked them about the survey
of their study needs and assessed their general comprehension of the questionnaire’s content.
Then, | gave them a summary of the project goals and information on metacognition, memory
strategies, and test strategies, along with several graphic organizers and Web site addresses. (See
Appendix B for a list of resources used for the packet.) The content of the packets varied with
the academic level of the student and the student’s stated needs and metaconitive preferences.
They also got a highlighter, and instructions to take notes in their books with it. The folder
pockets were filled by the time the student left.
Instructional Plan and Time Commitments

The goal was to be able to give the students the individualized packets and let them use
them as supplements to their classes. The time commitments of the student and the teacher were
to consist primarily of brief conversations, e-mail exchanges, and assembling or reading the

materials. Limited involvement was designed into the study because of perceived time
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limitations with the students’ work and study schedules. Limited time is part of my work
environment, also. The time and fatigue factors are real. Beckman (2002) discussed “teacher
overload” as a reason more teachers did not incorporate strategy instruction in the classroom.
The school’s system is a “teacher and student overload” model.
Results

Results were insignificant, as measured by a change in survey responses. There was just
not enough time to have changes in attitudes, except for in the most rudimentary of students, and
those are the students that I will see next week or next month. Those that have well-developed
learning schema did well by incorporating the new strategies with the old strategies they have
used for years. Official results were not tabulated because only one or two students answered the
survey accurately. The strategic learner benefited most, but there was very little change in her
learning schemata. She discovered a new language program, Rossetta Stone, available at the
school, and obtained new Web sites, graphic organizers, and a highlighter. But she has used
these methods before; my information was additional information to a well-developed learning
schema. | had anticipated helping the weaker students, but this method is best for the strongest.
But, there are some who will benefit directly by the study as I will continue giving out packets
for a while, and there are some who will benefit indirectly because | will begin incorporating

strategy instruction in my pedagogy.
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Conclusions and Recommendations
Conclusions

Although the short-term results of this project have been disappointing, there is potential
improvement in the participating students’ metacognitive self-awareness. There has also been an
improvement in my teaching pedagogy because | have incorporated Kinoshita’s and Beckman’s
philosophy into my own teaching style. It is difficult to introduce novel methods to classes which
are accustomed to set procedures. Most teachers do not incorporate direct instruction methods of
strategy training in their pedagogy (Beckman, 2002; Cohen, 2003; & Kinoshita, 2003), so most
students are unfamiliar with the style and type of instructions that they hear from me. They don’t
know how to respond to the question: How do you learn? But, exposure, or raising self-
awareness, is the first step. This project has raised my self-awareness and increased my
awareness of my students’ metacognitive diversity. This project was designed to introduce
students to learning strategies, raise their metacognitive awareness, and expand their learning
schema—one student at a time, but the most successful student may have been me. | have
learned some of the benefits, and downfalls, of teaching students how they learn and | am sure
the students and | will continue to learn more in the future. Students need more time to assimilate

this type of information.

Recommendations

The individual learning packets is not a bad idea, especially at this school, but there needs
to be a centralized system of delivery to facilitate students getting the package. The questionnaire
should be shortened to one page. One possibility is to divide it into two questionnaires because
self-assessment is an integral concept in developing a repertoire of learning strategies. One page

of questions is enough information to help the students assess their learning styles. The Internet
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was used as a direct communication medium and referral resource in this study. The Internet
factor could be expanded to a Web page where students can retrieve information and study
guides online, asynchronously. If students had the option to print only the information wanted as
needed, the learning packet would not be so overwhelming. The learning packets bulged with
information! For example, graphic organizers could be loaded onto the site and the student could
pick and choose what worked best for him or her. The learning packet idea is good, but it needs
to go beyond paper. Just as the research predicted, most students needed more scaffolding and
support than the initial design incorporated. The idea of becoming an autonomous strategic
learner was foreign to them. I will be an interested observer of my level one and two students. |

am incorporating strategies from the very beginning.
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Appendix A

Study Habits and Learning ldentity

How often do you study?

Every day weekdays only weekends only just for tests

How long do you study at each session?

2 hours 1 hour 30 minutes 15 minutes

Where do you study?

Do you need a quiet place?

Can you study with the television on?

Can you study on the train or in a restaurant?

Do you like to study with friends? Or, do you need to be alone?

Are you a visual learner?

other

other

Not at all. Somewhat very visual

1 2 3 4 5 6 7
Don’t know

Are you an audio learner?

Not at all. Somewhat very audial

1 2 3 4 5 6 7
Don’t know

Are you a kinetic learner?

Not at all. Somewhat very kenetic

1 2 3 4 5 6 7
Don’t know

Do you like to use mnemonics to memorize vocabulary?

Not at all. Sometimes almost always

1 2 3 4 5 6 7

Don’t know
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Do you like to use paired associations to memorize vocabulary?

Not at all. Sometimes almost always
1 2 3 4 5 6 7
Don’t know

Do you take notes in class?

Not at all. Sometimes almost always
1 2 3 4 5 6 7
Do you mark in your books to take notes?
Not at all. Sometimes almost always
1 2 3 4 5 6 7
If you do mark in your books, what do you use? Check all that apply.
highlighters
ink pens
pencils

If you do not mark in your book, which statement best fits you?

No, I like to keep my book looking neat and clean; so | make may own notes in
my own notebook.

No, | remember without notes.

None of the above.

What is your favorite subject?

In what subjects do you usually make your highest grades?

In what subjects do you usually make your lowest grades?

Do you use the Internet to do practice grammar exercises?
Not at all. Sometimes almost always
1 2 3 4 5 6 7

If so, what websites do you use?

How would you describe your learning style?

Do you have any special study problems?
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What are some specific things you need to learn in the next two weeks?

THIS PROJECT HAS BEEN REVIEWED BY THE INSTITUTIONAL REVIEW BOARD
FOR THE PROTECTION OF HUMAN SUBJECTS AT THE UNIVERSITY OF TENNESSEE
AT CHATTANOOGA.
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Introduction to the Problem

One of the most important aspects of teaching today is incorporating the involvement of
parents in their children’s formal education. That appears rather ironic as parents are typically
the first teacher that any child ever encounters. Parents teach their children so much. Just
learning to walk and talk is no easy feat. Parents take the role of teaching their children these
abilities in stride. Yet, it takes months, or, sometimes, years of practice to accomplish these
valuable skills. Parents provide teaching instruction in the form of modeling and constant
positive reinforcement. While many parents may not consider themselves qualified to teach their
children reading, writing, or arithmetic, they are still an extremely important part of the equation.

The literature about parent involvement in education reveals that, when the No Child Left
Behind Act of 2002 was enacted, federal authorities made parental involvement a key element.
They wanted to increase local efforts to boost achievements for children in school districts that
serve low-income students. Therefore, schools receiving government funds under Title I must
work with parents in developing a plan to establish what the district expects for parental
involvement, and how the schools will facilitate those expectations. Districts that receive more
than $500,000 in Title | aid are mandated to set aside at least one percent of it to encourage
parental involvement.

Therefore, the push to involve parents in the education system has come to life. Teachers
and administrators, all over the country, are looking for ways to entice parents into becoming
more involved in their children’s education. Children are bringing home newsletters from school
that give parents information about what the school is doing. The newsletters tell parents about
developmental practices of children according to age groups. They inform the parents about

upcoming events and the results of activities recently accomplished. There are school handbooks



105

to inform parents about all the rules of the schools and the policies they maintain. The handbooks
describe expected and unacceptable behaviors, and consequences for not following the rules.
Schools use these formats to make an open invitation for parental involvement.

It is a parenting experience involving the desire to be more fully involved in an
offspring’s education that has inspired the work of this project. Some schools are not as
welcoming to parents as their invitations seem to indicate. While taking classes in the field of
elementary education, pre-service teachers are informed that parental involvement is an
important aspect in the success of children. Having a child in school, and being told about the
significance of involvement, can ignite a desire to volunteer in the classroom. Being told that it
was against school policy to volunteer in the classroom of one’s own child can be mighty
discouraging. When ask to volunteer in a classroom other than their own child’s, many parents
will give up in the idea of volunteering at the actual school, altogether. Some will conclude that
their time and efforts are best utilized assisting their child at home.

The research, data collections, and conclusions, herein, will comment on parental
involvement programs across the nation, and the methods used to institute them. First, a review
of the literature provides a picture of different attitudes parents might have about the situation
and some means to alleviate their concerns. Some literature suggests that certain types of
communication can make a significant difference in the effectiveness of the program.

Second, a review of data collected from parents of students in the Hixson, Tennessee area
will provide a picture of their experiences with the public school their children were currently
attending. This data was collected from parents of students enrolled in a fourth-grade class where

student teaching had occurred. Observations that follow are based on the analysis of this data.
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Finally, some commentary concludes this report. Together, the data collection and
literature can help examine the issues, and look at several questions. How involved are the
parents of students in this middle class community? What are some barriers that affect parent
participation at school? How does the involvement by parents affect the academic success of the
students at this particular school?

Review of Literature

In researching parental involvement, different types of literature are found. Much of the
literature focuses on different socioeconomic groups. Other literature explains programs that are
being utilized to increase parental involvement in a specific geographical location. The next type
focuses on the parents, themselves, and reasons they may shy away from involvement in their
child’s education. All the types of literature seem to point to one giant conclusion. They seem to
conclude what Ingram, Wolfe, and Lieberman present in their research (2007):

Research and conventional wisdom seem to suggest that parent involvement is positively

correlated with academic success for most students, and that the more parents are

involved in a child’s education, both at home and at school, the more academically

successful the child will be. (p. 479)

Research data seems to indicate that parental involvement level and activities are on the
rise. Parents are more likely to attend school meetings and events, or to volunteer in their child’s
elementary school than in middle or high school. According to Child Trends DataBank,
produced by www.childtrends.org, “The definition of parental involvement was participation at
least once during the school year in attending a general school meeting; attending a scheduled
meeting with their child’s teacher; attending a school event; or volunteering in the school or

serving on a school committee” (2003, § 1). Their definition does not match the one The Center
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Newsletter uses. They define successful parental involvement “as active, ongoing participation
of a parent or primary caregiver in the education of his or her child” (Meeting the Challenge of
Involving Parents in School, 2005, { 1).

This broader definition would include parents involved in their child’s education in ways
that data does not always reflect. They help with homework or provide resources for the help to
be procured. They read to, and with, their children. They model, discuss, and teach character
education, helping to educate their child on appropriate social behaviors, therefore making the
teacher’s workload easier.

One study found the data to show that, while parental-involvement activities are
associated with stronger educational outcomes, it is not clear that these activities cause
educational success. The study went on to say that involvement such as attending PTA meetings
and volunteering inside and outside the classroom allows parents to exercise social control over
their children. They are able to develop relationships with their children’s teachers and the
parents of their children’s classmates. These relationships make it easier for parents to monitor
children’s behavior and teacher’s practices. These parents have insider information. When there
is a problem at school, they learn about it earlier. This study indicates that, while the link
between parental involvement and a child’s cognitive development might be weak, parental-
involvement activities can be effective in preventing children’s behavioral problems. This is no
small feat, and may translate into cognitive advantages, in the long run (Ingram, et al., 2007).

According to a Michigan report, decades of research also indicate that, when parents are
involved, it benefits the students in other ways. It reinforces the view in the child’s mind that
school and home are connected. They begin to see that school is an integral part of the whole

family’s life. These children have better school attendance, increased motivation, better self-



108

esteem, lower rates of suspension, decreased use of drugs and alcohol, and fewer instances of
violent behavior. “Family participation in education was twice as predictive of students’
academic success as family socioeconomic status. The more intensely parents are involved, the
more beneficial the achievement effects” (Michigan Department of Education, 2002, { 3).

A study from Kentucky was performed in an area of low economic opportunities among
minority students. The Wheeler Elementary School was found to be successful in education
endeavors by including parents from the community. Communication with parents was ongoing
and deliberate. The school published a bimonthly newsletter about the school, school team
activities, and student achievement. It also included information about specific parental
involvement activities. The really impressive part of the effort is that a 2-day conference between
the parent, teacher, and student was scheduled. During this conference, an educational action
plan was devised by which everyone was held accountable (Brown & Thomas, 1999). Students
were highly successful in academic studies.

While parents are certainly their children’s first and most important teachers, some of
them shy away from becoming directly involved with the school more than others. Their reasons
vary. “If parents have minimal social networks, they tend to be less involved” (Deplanty,
Coulter-Kern, & Duchane, 2007, p. 362). Other parents may not feel qualified. The educational
level of the parent seems to be one determining factor in their involvement at the school their
child attends. Schools, themselves, can make or break the level of involvement a parent
contributes. “Evidence shows that many parents want to become involved but are not encouraged
or do not have the open communication or support from the school to do so.” (Deplanty, et al.,
2007, p. 362) Some parents are intimidated. “Parents who had negative experiences when they

were in school may feel alienated by the school system and authority figures” (Brannon, 2007).
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Some speak languages other than the one spoken at school. Others have commitments and
responsibilities that preclude them from becoming involved on the campus their child attends.

Communication between the school and the parents can often have a huge influence on
the situation. Sometimes, teachers and parents believe they are making a concerted effort to
involve parents. Parents don’t always see it that way. “Just saying, ‘This event is happening,’
doesn’t tell parents that teachers want them to be involved” (Anderson & Minke, 2007, p. 320).
Direct and specific invitations seem to be far more effective when it comes to engaging parents
in involvement at the school. This is especially the case with minority parents and those with a
lower income.

Data Collection and Results
Data Collection

Purpose

The purpose of this case study is to gather information about parental involvement and
how that involvement affects student achievement levels.
Procedure

Students were given the surveys and asked to bring them back within 2 weeks. They were
instructed to place the completed surveys in baskets labeled with the period of instruction they
received instruction in science/social studies. The classes are balanced across skill level so this
will allow insight into the effect of parental involvement in academic success.
Location

Copies of a single questionnaire were distributed to the parents of 78 students in the

fourth grade at an elementary school in the Hixson community. The data from 2005 indicates
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that 96.1% of the students scored proficient or advanced on the state’s standardized achievement
test in math; 98.3% were proficient or advanced in reading and language.
The Survey Instrument

The instrument consists of three sections of response items. The first section asks for
general information from the parents such as age grouping and highest level of education
completed.

The second section asks questions about the parents’ feelings with regard to themselves
and their involvement with the school. The responses range from 1 (Strongly Disagree) to 5
(Strongly Agree)

The third part of the questionnaire deals with barriers that affect a parent’s participation
at school. These questions are also geared to be answered with responses ranging from 1
(Strongly Disagree) to 5 (Strongly Agree). There is an additional section for comments.

Parents were asked to respond to the questionnaire within 2 weeks. Most of the
respondents turned in their completed surveys within approximately 1 week of receiving them.
The Respondents

Of the 79 questionnaires distributed, 28 were completed and returned. As the fourth-
grade classes are leveled according to skill level, it was interesting to note that the number of
returned surveys correlated with the skill levels of the students by which class period they were
collected. The 33 students in the first period class are the brightest students in the grade level.
They returned the most surveys, totaling 15. The 25 students in the class with the lowest skill
levels returned three surveys. Of the 32 students in the class whose grades fall in the average
range, 10 brought back the completed questionnaires.

Results
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The demographic information from the surveys returned shows that the parent population
is highly educated. Nine of the parents were high school graduates while one holds a technical or
vocational license. Another has earned an associates degree of some nature. Ten of the parents
hold a bachelors degree and seven of the parents have been awarded a masters degree.

One fact that grabs attention when focusing on the parents of children in the higher-
skilled leveled classes is that five of them hold a masters degree. Eleven of the respondents
strongly agreed that they feel welcomed and appreciated at the school. The remaining four
respondents agreed that they have this feeling. When asked if they believe there are things they
can do to help at the school, 12 respondents strongly agreed that there are. Two respondents
agreed and one felt neutral about the ability to help at the school. Eleven of the respondents
strongly agreed with knowing how they can be involved at the school, while four respondents
simply agreed that they understood how to become involved.

A majority of the parents are comfortable communicating with the school administration,
as indicated with 12 of the parents strongly agreeing to this, and the remaining three, agreeing.
As for talking with the teachers of their children, 13 of the parents strongly agreed they felt
comfortable doing so, while one respondent agreed, and another respondent felt neutral about the
situation. With regard to feeling valued by the school, 11 of the parents strongly agreed to feeling
this way, while 1 respondent agreed, and 3 respondents felt neutral about their value at school.

The remaining questions dealt with the heart of the matter. Thirteen of the respondents
strongly agreed knowing how to be involved with their child’s education away from school,
while the remaining two respondents agreed that they know how to be involved. Only 10 of the
respondents strongly agreed to being active at the school campus, while 3 respondents agreed

that they were active, and 2 respondents felt neutral about their activeness at the school. The final
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question in this section showed that 14 of the parents strongly agreed that they were, indeed,
active in their child’s education away from school, with 1 respondent agreeing to being active in
education away from school.

With regard to barriers surrounding parental involvement, few of the parents had them.
Some of the surveys reported that other young children at home would be a barrier to
volunteering at the school. More of the respondents had job responsibilities that prevented their

availability to the school on a regular basis. (See Figure 1).

High Achieving Students

16 O Feel welcomed and appreciated at
school
14 B | can do things to help at school
12 .
O Clear about how to be involved at
10 school
O Comfortable communicating with
admin

B Comfortable talking with teacher

Numer of Responses
o

@ Contribution to school is valued

4
|‘ B Know how to be involved in child's

2 education away from campus

0 O Actively involved at campus

1 2 3 4 5

Response Choosen

B Actively involved away from campus

Figure 1. Responses from parents of high-achieving students.

The answers from the responding parents of students whose grades tend to average in the
medium skill level were in contrast to the answers for the students who have high skill levels.
More of them reported answers that indicate they do not feel as valued as do the parents of the
higher-achieving students. They were not as comfortable communicating with the administration

or the teachers of their children. Most importantly, there is a marked difference in their



knowledge about how to be involved in their child’s education from those parents whose

children are more successful on an academic basis. (See Figure 2).

Medium Achieving Students

3

Response Chosen

O Feel welcomed and appreciated at
school

M | can do things to help at school

O Clear about how to be involved at
school

O Comfortable communicating with
admin

B Comfortable talking with teacher

@ Contribution to school is valued

B Know how to be involved in child's
education away from campus

O Actively involved at campus

M Actively involved away from campus

Figure 2. Responses from parents of medium-achieving students.

lowest number of surveys. This, in itself, tends to indicate that, maybe, the parents are not as
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Students who are in the lowest level of academic success in fourth grade brought back the

involved as the parents of their peers. These parents were also less comfortable communicating

with the administration of the school than the parents of students in the other two groups. (See

Figure 3).
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Low Achieving Students @ Feel welcomed and appreciated
at school

25
W | can do things to help at school

2 ] O Clear about how to be involved
at school

O Comfortable communicating with
admin

B Comfortable talking with teacher

@ Contribution to school is valued

Number of Responses

B Know how to be involved in

0.5 1 child's education away from
campus

O Actively involved at campus

1 2 3 4 5 B Actively involved away from

Response Value campus

Figure 3. Responses from parents of low-achieving students.

Conclusions and Recommendations
Conclusions

When working with these children, it is readily apparent that they work hard to earn good
grades. They want to achieve in their school work. The higher level students work hard and
really want to do well. This could very well be as a result of the parental participation among this
group. Many of their parents are highly-educated. The parents that are not as educated surely
seem to believe in education and the doors it will open for their children.

This school is one that has a wonderful parental-involvement program. It meets or
exceeds No Child Left Behind and Tennessee state goals and requirements in attendance and

promotion. Parents routinely log over 15,000 volunteer hours per school year. The community is
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strong, and many adults help to run programs at the school; provide assistance to regular
classroom teachers; and are involved in every aspect of operating the school, including the
extracurricular programs. The PTA has been awarded the highest percentage of membership in
the county. They are an integral part of every day school life.
Recommendations
Other schools in the Chattanooga area could benefit from results of this parental involvement
program. Listed among the school beliefs is one that would serve all schools well. It states that,
“partnerships with families and the community strengthen the school.” Their own 2005 TCAP
study conclusions indicate that there did not appear to be a certain correlation between students
scores and the individual students who were receiving free and/or reduced lunch. Their surveys
of parents indicate satisfaction with the environment at the school. Ninety-six percent of the
respondents agreed or strongly agreed to being treated courteously when they visit the school.
With 99% believing that they are given many opportunities for involvement in the school, and
95% saying that communication from the school is adequate; they could serve as a model for

other institutions in the county.
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Appendix A

PARENT INFORMATION (Please place an “X” next to the appropriate response.)
1. Age
Less than 20 21-35 36-50 51and older

2. Marital Status

Single Married Divorced
3. Highest Education Completed

High School Diploma/GED____
Technical/\VVocational License
Associates Degree

Bachelors Degree

Masters Degree

Doctorate Degree

Place an “X” in the box that indicates your response

Questions 4 through 10 Parent Strongl | Agree | Neutr
feelings, attitudes and beliefs about y al
themselves, administrators, faculty Agree

and the school in general

Disagre
e

Strongl
y
Disagre
e

4. | feel welcomed and appreciated when
| come to the school.

5. | believe there are things | can do to
help at my child’s school.

6. | am clear about how | can be involved
at the school.

7. 1 am comfortable in communicating
with the school administrators.

8. I am comfortable talking with my
child’s teacher.

9. | feel that what | contribute to the
school is valued.

10. I know how to be involved with my
child’s education away from the school
campus.

11. I am actively involved in my child’s
education at the school campus.

12. 1 am actively involved in my child’s
education away from the school campus.

117



118

Questions 13 through 18
Barriers that affect a parent’s
participation at school

Strongly
Agree

Agree

Neutral

Disagree

Strongly
Disagree

13. It is difficult for me to participate in
parent-teacher conferences and/or other
school activities.

14. 1 have difficulties because of time
constraints (job/other responsibilities).

15. I have difficulties participating in
school activities because of childcare
(other small children).

16. I have difficulties participating in
school activities because of
transportation.

17. 1 have difficulties participating in
school activities because of other
matters.

18. There are language/cultural barriers
that interfere with my participation at my
child’s school.

Any comments are welcome.
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Introduction to the Problem

This project is based, in part, on my personal frustration when students in the science
laboratory environment constantly ask questions that are answered in the written procedures of a
lab experiment. However, this problem is indicative of larger literacy problem. It is a commonly
held belief that students do not read anymore in the quantity that is required. It is possible that
students do read, in large quantities; although, they read in a different manor than previous
generations have. Students, today, live in a fast and technological world. They live in a world in
which information is thrown at them at a furious rate, with little regard to relevance. In order to
adapt to this barrage of information, students can only take in small “chunks” of what they read.
Small snippets from a Web news article or a billboard are examples of this form of
communication onslaught. Also, in conjunction with the style of communication, students have
begun to communicate with each other in this same “chunk manner.”

Students text each other on the phone with phrases like BRB (be right back), TTYL (talk to
you later), LOL (laugh out loud), ROFL (roll on the floor laughing), and other IM (instant
message) speak abbreviations known to save time. These small, three-to four-letter chunks are
still counted as reading, but it is reading in a different style. Students may have a whole
conversation with someone via a text message, and none of the statements may be more than
seven words long because of all the abbreviations. Today, this is the way students are reading.
Students love to talk on the telephone, but they love texting each other even more. Young people
today are enamored with technology and love the electronically-typed miniletters. They also
communicate this way through email and instant messenger. Combining these electronic forms
of communication constitutes reading on a much larger scale than what is generally accepted.

The premise of this research is that, if a science lab procedure is given to students in this short
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sentence form, they may be able to read and understand the instructions, just like they understand
the conversation they have via electronically-typed messages. Because of this change in
communication styles, when students see a whole page of written text, they can easily become
intimidated and do not want to spend the necessary time to read the whole page. However, if
students are given a whole page of written instructions in a chunking manner (only a piece at a
time), they may be able to read and understand the exact same material. In this experiment, the
goal is to test this concept. Can it make a difference for students to be more successful in
understanding new information if that information (instructions) is given in small amounts
(chunking) instead of in a full page of text?

Review of Literature

Today, students are not given much credit for actually reading. Students are text
messaging and instant messaging each other all the time. Seventy-two percent of teens with cell
phones say that text messaging is the most used feature (Cellular-News, 2007). Although the
information comes in small amounts or chunks, they are reading more than they are given credit
for actually reading.

Two opinions appear to be forming on this use of “Internet English.” Some believe that
this is a slow decomposition of the formal English language. According to Lee, in a New York
Times article, "Some teachers see the creeping abbreviations as part of a continuing assault of
technology on formal written English” (Lee, 2002, | 20). Conversely, there are those who regard
this same "Internet English™ not only as an example of how language is constantly developing
and changing, but also as a type of literacy in and of itself, which can be capitalized on to engage
students in more traditional learning. Bell believes, if a student is reading or writing it is going to

help them (Associated Press, 2003).
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One of the most engaging aspects about instant messaging technology and other popular
technologies (IM, video games, etc.) is that they are potentially learning tools (O’Connor, 2005).
They can be harnessed by educators to help students learn school-related content, as is illustrated
by teachers who "encourage students to use messaging shorthand to spark their thinking
processes” (Lee, 2002, 1 40). Fogarty, a sixth grade teacher, states, "When my children are
writing first drafts, | don't care how they spell anything, as long as they are writing. If this lingo
gets their thoughts and ideas onto paper quicker, the more power to them™ (Lee, 2002, { 40).
Conversely, she indicates that "during editing and revising, she expects her students to switch to
Standard English™ (Lee, 2002, 1 40).

Jackson, a high school English teacher, "organized an online chat room where some
Gaithersburg High students meet once a week to discuss literature and writing. The students are
allowed to use Internet-speak in the chat room that would never be allowed in formal writing, but
the online conversations are vigorous and intelligent” (O’Connor, 2005, { 12).

At this point in time, it is not possible to determine specifically the effects of instant
messaging (IM) on formal writing. However, one clear conclusion is that IM is becoming an
important literacy in kids' lives, and, consequently, one that needs to be recognized by teachers
(O’Connor, 2005). Close to 50% of teenagers, aged 12-19, have a phone, and well over 33% of
those are text messaging (Kornblum, 2007). No matter how one looks at this new form of

communication, it is here to stay.

“Also noteworthy is that 54 per cent of 13-34 year olds use SMS for social networking,
while 44 per cent of the same demographic use text messaging for flirting or dating. Ten per cent
of the same demographic said that they ended their relationship with their boyfriend or girlfriend

by text messaging” (Exchange4media, 2007, 1 9). What does all this mean? Students are reading.
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They may not be reading novels, essays, or non-fiction, but they are reading short abbreviated
messages, they understand it, they write back, and this new form of communication is working.
History has shown that those who try to prevent change end up getting rolled over by it. IM lingo
is evidence of the evolution of language (Brown-Owens, Eason, & Lader, 2003). Teachers may
need to realize that — for better or for worse — IM is widely used among many adolescents and is

consequently a strong influence on student academic performance.

Data Collection and Results
Data Collection

Subjects

The students involved in this research project are 9th through 12th graders at a magnet
school in Hamilton County, TN. There are 32 students in two blocks. First block, which runs
from 8:55 a.m. to 10:15 a.m., has a total of 16 students. Eleven of these students are male and
five of these students are female. Their ages range from 15 to 18. Four of these students are
identified as special education students. Fourth block, which runs from 1:21 p.m. to 2:34 p.m.,
has 16 students. Ten of these students are male and six of these students are female. Their ages
range from 14 to 16. Eight of these students are identified as special education students.
Methodology

The experiment was conducted using two separate classroom blocks working on the same
experiment on the same day. Students completed a survey after the second lab (see Appendix A).
The “Energy Roller Coaster” lab was selected for the first experiment. Students were to discover
the conservation of energy principle. The first block class was given the lab instructions on the
computer screen, reading a full-page instruction document. This was done to insure that the

variable of reading from a computer screen was constant in all trials. Students clicked on a link
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to the Web site in which all of the instructions were shown to them at once. They then began the
investigation. A former teacher and | observed and assisted students during the course of their
investigation. On a clipboard, we carried a checksheet (see Appendix B). If students asked a
question or we saw that they were going off course from the lab, we would check a box on the
procedural area of the checksheet. If they asked a question about the scientific content of the
investigation, we would make a check in the content section of the checksheet. We kept track of
common questions and the number of times the questions were asked. Both the other teacher and
I walked to all areas of the classroom. We both interacted with all the groups. The students
where given a lab answer sheet and an Excel spreadsheet to enter data and answer questions.
They never had to understand how to do the calculations or create a graph in the lab. These were
set up for them ahead of time. The goal was to have them focus on the content and running the
lab correctly, not the minutia of data manipulation. Most groups needed 2 full lab days to finish
the lab. On the second day, | was the only person making observations.

The second class, during fourth block, was given the exact same lab; however, the
students read from a PowerPoint presentation. On this version of the lab, the language and
instructions were the same; however, the students could only see one instruction at a time. They
used buttons on the bottom of the screen to navigate through the experiment. They used the same
Excel spreadsheet and answer sheet to complete their lab. The other teacher and | used the same
checklist and observed and tallied questions and answers in exactly the same fashion as for the
first block.

The second lab involved wave pools and viewing different waves. The procedures were
reversed. The first block class was given the lab instructions on a PowerPoint presentation and

the fourth block class was given the lab instructions all at once. This was done to cancel out any
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variables dealing with the classes’ two different reading and comprehension ability levels. Again,
as on the first day, another science teacher assisted me with the observations. Two instructors
assisted in the observation, and the data collection from the students on the 3rd day.
Results
First Block Results
Group 1: Three students preferred the chunking style lab, and one student preferred the
standard style lab. Some of the comments were:
e The one instruction at a time was easy.
e Looking at everything at once was confusing.
e Preferred seeing all at once because they did not have to go back and forth with the one
instruction at a time.
Observation checklist: Three content questions and two setup questions were asked with
the chunking style. With the standard style, there were zero content questions and eight setup

questions asked by the students.

Group demographics: Two of the students are classified special education and two of the

students are advanced performers in the class.

Group 2: Two students preferred the chunking style lab, and two students preferred the

standard style lab. Some of the comments were:
e All at once lab was completed quicker.
e Chunk style lab slowed me down.

e [t’s ok (chunking style). I really do not have a preference.
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Observation Checklist: Four content questions and two setup questions were asked with
the chunking style. With the standard style there were zero content questions and four setup
questions asked by the students.

Group Demographics: Two students are average performers and two students are
advanced performers.

Group 3: Four students preferred the chunking style lab, and zero students preferred the
standard style lab. Some of the comments were:

e It was harder to understand (standard style).

Observation Checklist: This group did not do the chunking style. The standard style of
lab required 1 content question and 10 setup questions.

Group Demographic: Three students were classified special education, and one is a low
performer.

Group 4: Three students preferred the chunking style lab, and zero students preferred the
standard style of lab. Some of the comments were:

e | liked it because you could just click and there was the next instruction (chunking style).
e | don’t know.
e It was a lot easier to do the one where you read one and understand (chunking style).

Observation Checklist: One content question and three setup questions were asked for the
chunking style lab. For the standard style lab, there were 0 content questions and 12 setup
questions asked by the students.

Group Demographic: Three students are classified special education.

Group 5: Two of the students preferred the chunking style lab, and zero students

preferred the standard style lab. Some of the comments were:
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e |t was better and more fun taking your time (chunking style).
o | like it, it is ok (standard style) but I like the one at a time better (chunking style).
Observation Checklist: Zero content questions and three setup questions were asked for
the chunking style. This group did not do the standard style lab.
Group Demographic: Two students are classified as special education.
Fourth Block Results
Group 1: Three students preferred the chunking style lab, and zero students preferred the
standard style lab. Some of the comments were:
e | would like to see it step by step.
e [t was too much and it was a bit confusing to do that all at once (standard style).
e It was a little hard because you had to keep calling the teacher to help (standard style).
Observation Checklist: One content question and six setup questions were asked for the
chunking style. Two content questions and four setup questions were asked for the standard style
lab.
Group Demographic: One student is classified as special education, one student is an
average performer, and the last student is an advanced performer.
Group 2: Two students preferred the chunking style and one student did not take the
survey. Some of the comments were:
e | did not like it all bunched up. It is harder to read (standard style).
Observation Checklist: Zero content questions and two setup questions on the chunking
style lab were asked by the students. Zero content questions and three setup questions were asked

on the standard style lab.
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Group Demographic: Two students are classified as special education and one student is
an advanced performer.

Group 3: Two students preferred the chunking style lab, and two students preferred the
standard style lab. Some comments were:

e Insmall pieces because having it all at once is too much and a lot.
e [t was not fun in small pieces
e Seeing it all at once made us work at a quicker pace on the computer.

Observation Checklist: Two content questions and three setup questions were asked on
the chunking style lab. Three content questions and four setup questions were asked by students
on the standard style lab.

Group Demographic: Two of the students are advanced, and two of the students are
classified as special education.

Group 4: Two of the students preferred the chunking style lab, and one student preferred
the standard style lab. Some of the comments were:

e Small pieces because it makes more sense because when it is all together you have to
remember a lot more.

e All at once to see what is coming up.

e | would prefer to see small pieces because | think it would help me a lot and help me get
my grade up.

Observation Checklist: One content question and three setup questions were asked for the
chunking style lab. Zero content questions and three setup questions were asked for the standard

style of lab.
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Group Demographic: One student is classified as special education, one student is an
average performer, and the last student is an advanced performer.

Group 5: This group only did the standard style; one student did prefer the chunking
style. That student is special education classified.

Some of the lab groups did change a little bit between the two labs, however, students
filled out the survey only once.

Conclusions and Recommendations
Conclusions

This experiment was a test to evaluate how students read and follow directions without
classroom teacher assistance. In our fast paced age of information, many people only read parts
of magazine articles or only the lead of a newspaper. Some brag that they have never read a full
book or the complete newspaper. If they are not interested, they skip to the next area or skim for
quick information. Does this change the manor in which we are reading today? In the small
research group that was studied, the findings are not fully conclusive. However, what was found
could make a major difference in lesson plan design. A need for strong, high-interest
differentiation within the classroom stands out prominently.
Several components are evaluated in this study:

e the number of times questions were asked

the variety of questions

the repetition of questions

students’ learning abilities

students’ comments and concerns.



130

The data supports the conclusion that students with special needs and weak reading abilities
are more successful in a science lab if directions and only small pieces of information are given.
This is concurrent with how special education instructors assist students in resource learning
centers. A special education instructor breaks down the information for the student. In the
“chunking style lab,” this is done without the aid of a special education instructor. Most classes
have a minimum of 25-30 students. Individualizing is a difficult challenge, but this study reveals
the importance of differentiation.

With students not classified as special education, the results were very mixed. When a
student is reading at an appropriate reading level, he or she would remark that the chunking style
was too slow. Those students preferred to read ahead to anticipate their next move. The research
on this topic that is listed above does suggest a trend to a new style of reading, especially for
those students who struggle with reading comprehension. The impact of these new forms of
technology cannot be ignored when studying ways that students are receiving and processing
information. This study supports the premise that the manor in which students receive and
process information is turning into “bits and bytes,” as it is the way in which computers store
information. Differentiation is needed in all classes and is especially helpful in a science lab
when students are working at their own pace on many parts of a problem. The individualization
available in a science lab class is limited due to the size of the class, the heterogeneous grouping,
and the teacher’s ability to work with a class that has students at many reading levels. The
“chunking style” lesson plan alternative offers many positive aspects to success for students.

Recommendations
This study reveals significant knowledge about students’ reading styles, but it needs to

involve more participants. Looking at only two blocks of students taking physical science is too
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small of a sample. A weakness that is evident in the research is the lack of numbers of students
and resources available to truly compare the results to individual students. Students who are
successful with the “chunking style” early in the school year may very well be able to move
ahead and not need this differentiation later in the school year. Their ability to process
information and their reading comprehension level may rise due to the “chunking style”
technique. Evaluating students two times each year may suggest ways to help students grow and
improve in many areas. Offering the chunking style lab early in the school year, and later moving
students to a lab that offers a full page of information, may reveal significant improvement in
grade level reading. If the individual results could be viewed, as well as evaluating the numbers
of a statistically significant number of participants, a more concrete conclusion could be drawn
in the evolution of students’ reading styles. This could play a major part in changing the results
from one area to another. This study strongly suggests that students who do better with a
“chunking style” lab need to have their teacher provide that alternative opportunity, and students
who like to move faster and more independently, need to have their teacher provide that
opportunity. This level of teacher flexibility can be accomplished through the use of computer-
aided teaching. Computers allow a student to choose which style of lab to view. Currently, no
directly-correlated funding appears to be available for deeper research into this topic. However,

there are a multitude of grant opportunities for literacy research.
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Appendix A
Student Survey

Group:

Post chunking style lab

1. Compared to seeing the whole lab at once how hard was it to read off the

computer screen?
One (1) being the hardest, five (5) being same as reading out of the book, and ten (10) being
easier

ONONONONONONONONON®

2. Compared to seeing the whole lab at once or seeing the instruction in small pieces
which did you prefer? (circle the answer you think is best)

Whole lab at once One instruction at a time
3. How would you rate this lab at teaching you the objectives it stated in the

beginning?
One (1) being bad and ten (10) being the best

ONONONONONONONONON®

4. What did you think about seeing the lab only in small pieces?

5. What did you think about seeing the lab all at once?
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6. Which style lab would you prefer to see and why? Please be complete.




Date: / /
Time start:

Time Finish:
Class:

Block:

Checklist

Chunking
Group 1

(# of set up questions)

Appendix B

Checklist

Standard

135

o oobooooooboobobooobo0obboboo0obod

O
(# of content questions)

v oobooooooboooboboobobobboboobod

U
Common Questions:

Comments:

Group 2

(# of set up questions)

g oobooooogobogogooo0obooobobogbod

O
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(# of content questions)
o 0oboo0ooooo0oo0obo0boo0oboo0ooDooOoooao
O

Common Questions:

Comments:

Group 3

(# of set up questions)

cooooooboboooobooooooo oo oo
O

(# of content questions)

o oobooooooboobobooobo0obboboo0obod
U

Common Questions:

Comments:
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Group 4

(# of set up questions)

cooooooboboooobooooooo oo oo
0

(# of content questions)

g oobooooogobogogooo0obooobobogbod
U

Common Questions:

Comments:

Group 5

(# of set up questions)

g oobooooogobogogooo0obooobobogbod
U

(# of content questions)

o oobooooooboobobooobo0obboboo0obod
U

Common Questions:
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Comments:
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Introduction to the Problem
Within the past decade, there has been a plethora of research indicating the benefits of
integrating technology (especially the Internet and WebQuests) in America’s classrooms.
Many studies have reported that the Internet is helpful for students in researching
materials for homework, as well as providing students an opportunity to communicate on
a broader scale with the outside world. More studies have found that using a WebQuest
in conjunction with the Internet also enhances student learning. This study would take
that research further and look at whether the Internet (especially WebQuests) is a
beneficial tool for students in English and language arts classes. Two research questions
to be answered are:
1) Is the Internet a good supplement for the English/language arts curriculum or
should the students focus more on reading only textbook materials during class?
2) Will students respond favorably to Internet/\WWebQuest assignments that correlate
with their reading assignments and will help demonstrate comprehension on their
post-test?
Review of Literature
Hill and Ford (2000) advocate allowing students to use technology in the English
classroom because it allows students the option of working creatively and interactively
with their work, instead of just writing the standard English research paper (Hill & Ford,
2000, p. 22). Richards (2000) says that using computers in English classrooms can
“validate the individual [student]” and encourage students to engage in more classroom

discussions. (Richards, 2000, p. 38). Richards points out that, even though English
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teachers may feel stressed with integrating technology and with the outside time it takes
to make sure appropriate material are given to the students when using the technology,
the time is worth the stress because of the benefits students receive (Richards, 2000, p.
40).

Bjourkland (2000) takes a similar stance to Richards. In her article, she points out
the problems teachers face when trying to incorporate technology into the classroom.
Some problems include outdated classrooms that cannot support computers, the time it
takes to create a technological lesson consistent with the curriculum, finding something
that is directly involved with the English topic being studied, and classroom management
techniques have to adjust (Bjourkland, 2000, p. 43-44). However, Bjourkland points out
that “when it is done wisely so that the computer isn’t just a toy, [the computer] will
prove to be a genuine tool for further critical thinking, analysis, problem-solving, and
collaborative learning skills” (Bjourkland, 2000, p. 46). The National Council of
Teachers of English (2003) also advocates the use of technology and the Internet in
English classrooms, and encourages school districts and states to adapt the approved
standards to allow more technology use all around. Karchmer points out that studies have
shown that students are more likely to enjoy a technology-based lesson because it allows
them to work more with peers, as well as promoting inquiry-based learning (Karchmer,
2001, p. 446).

Other authors have noted how the Internet can enhance a student’s comprehension
of the material, as well as raise standardized test scores. Bowman and Edenfield (2000)
noted that students who participated in an enrichment study that used computers as part

of the curriculum, showed higher achievement gains on standardized tests than the
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students who did not participate. (Bowman & Edenfield, 2000, p. 117). Bowman, Pieters,
Henry, and Mellendar (2002) show that WebQuests can be powerful tools for English
teachers because WebQuests allow students to make connections with a topic, which
therefore “inspires critical literacy” (2002, p. 89).
Data Collection and Results
Data Collection

This project will be conducted in correlation with the students’ seventh-grade
curriculum. The data will be collected during the curriculum unit about folklore and
fables. While engaged in this study, students will be able to stay on task and still meet
Tennessee’s SPIs (state performance indicators). The students in this project will be able
to determine meaning of unknown words through the use of context clues, make
predictions about the text, and draw inferences. Students will complete a pre-test so that
their prior knowledge can be assessed as to what folklore means and elements found in
folklore (i.e., morals, lessons, etc.). While studying the folklore unit, the students will
encounter tales of such historical figures as Davy Crockett. After finishing one tale about
Davy Crockett, the students will take part in a WebQuest where they will review the life
of the real Davy Crockett. After the WebQuest is completed, a post-test will be given to
test the students’ understanding of fiction versus non-fiction texts. [The post-test will be
taken the day of the WebQuest because the students will have a comprehensive exam
testing their knowledge of folklore and fables the next day.]
Subjects

Student participants will be from a seventh-grade language arts class (comprised

of more than 30 students) at a suburban middle school in Bradley County. This
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population was selected by the classroom teacher because the length of the class would
allow enough time for completion of the project and ensure diversity amongst its
participants. The students would be involved in this study for 1.5 to 2 weeks, depending
on the speed the class exhibits finishing the folklore/fable unit.
Methodology

Pre-test of folklore review. The pre-test will test students’” prior knowledge of folklore
and fables. The questions are comprised of statements from their textbook. The test
contains three multiple choice questions, four true/false questions, and one short answer
guestion. Most of these questions will appear on the students’ comprehensive exam at the
end of the folklore unit.

Post-tests. The first post-test/survey will ask the students to think about and
respond to the following questions:

1. What was your first impression of Davy Crockett while reading the story

about him in your textbook?

2. How do you think the story about him and the real Davy Crockett compare

and how are the two different?

3. What did you learn about folklore, in general (i.e., characteristics of it, morals

or lessons the tales relate) when compared to real historical figures?

Another post-test these students will take is a cumulative test over the folklore
unit (such as the other classes will take). The test is comprised of 26 questions. There are
25 multiple choice and true/false questions and 1 short response question (see Appendix
A and B).

Pre-Test and Post-Test Analysis
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The results of the pre-test and post-test from this class were higher than the other
classes overall. The pre-test class average score was 81.5%. The overall grade for the pre-
test was a “C.” The post-test class average after the WebQuest activity was a 94.8%. This
equaled an *A’ average on the post-test for these students. The class average increased by
13.3%. Though other classes also increased their scores through lecture only, this class
averaged two letter grades difference (froma ‘C’ to an “A’), whereas the other classes did
not. Other than the WebQuest, this class received no extra help or instruction. On the
post-test, there were five questions that dealt specifically with the Davy Crockett story
they had read in class. Of the five questions, this class had fewer missed questions on all
the questions.

Conclusions and Recommendations

When compared to other classes, the experimental class seemed to do better with the
added benefit of the WebQuest. While participating in the WebQuest, students were
engaged and interested in the content of the WebQuest. All but three students indicated in
their surveys that they liked the WebQuest and would like to do more online, educational
activities in the future (see Appendix C). The three students who did not like the
WebQuest gave different reasons as to why they did not like the experience. A few of the
reasons included: (a) the length of the lesson (it took the entire class period to complete);
(b) the content of the lesson (Davy Crockett is “boring and dead, so why do | have to
learn about him”); and (c) trouble understanding what to do (some students wanted to
skip ahead and not read the content | asked them to read, so they were lost when it came

to the next phase in the Process section of the WebQuest).
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There are a few recommendations before repeating this study or including online
activities for students in the English classroom. First and foremost, there must be
adequate time for students to complete an online activity. Some students struggled to
finish on time for the one class period allotted in the computer lab. Had the students had
more time allowed than what the school could allow, more students would have enjoyed
the experience and not felt as rushed to complete the activity.

Another recommendation would be to have more WebQuests on different topics and
separate the students into teams to complete the WebQuests. Students would focus more
if they knew they were completing a different WebQuest or activity online. In addition,
the teacher could use time the next day in class and have the students discuss and tell

their classmates about their topic and what they found
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Appendix A
Fables, Myths and Folktales Pre-Assessment

. Fables are short tales that demonstrate :
A. the storyteller’s culture

B. real events retold in new and exciting ways
C. morals

D. history

. All of the following ARE elements of folktales EXCEPT
A. rites of passage

B. short trips

C. journeys or spiritual quests

D. earthly or heavenly paradises

. The story “Icarus and Daedalus” is
A. afable

B. a folktale

C. a Russian tall tale

D. a Greek myth

. Fables and folktales are part of oral tradition.
A. True
B. False

. Myths are considered to be by its originators.
A. told for entertainment

B. truthful

C. stories about hope

D. important

. Folktales began in the early 1900’s.
A. True
B. False

. List two fables and/or folktales

. When a fable or folktale is written down and is no longer told orally, it loses

its distinction as part of the oral tradition.
A. True
B. False
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9. Historical figures like Davy Crockett and Daniel Boone are not part of the

oral tradition because frontier stories are not part of the oral tradition.
A. True
B. False

10. All of the following are examples of oral tradition except
A. Davy Crockett
B. Pecos Bill
C. The fox and the grapes
D. Jane Eyre

11. Myths
A. are fun songs told by the ancient Greeks.
B. are considered to be false by their originators
C. attempt to answer basic questions of the world
D. were written by philosophers.

12. Folktales Never contain hyperbole.
A. True
B. False

13. When animals display characteristics that are human-like, the author is

using which kind of technique.
A. Personification
B. Hyperbole
C. Metaphor
D. Oxymoron
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Appendix B

Fables, Myths and Folktales Test

General Questions

1.

Fables teach lessons called

A. the storyteller’s culture

B. real events retold in new and exciting ways
C. morals

D. history

. All of the following ARE found in folktales EXCEPT

A. rites of passage

B. short trips

C. journeys or spiritual quests
D. earthly or heavenly paradises

. Fables and folktales are part of oral tradition.
A. True
B. False
. Myths are considered to be by its originators.
A. told for entertainment
B. truthful
C. stories about hope
D. important
. Folktales began in the early 1900’s.
A. True
B. False
. When a fable or folktale is written down and is no longer told orally, it loses

its distinction as part of the oral tradition.

A. True
B. False
. Historical figures like Davy Crockett and Daniel Boone are not part of the
oral tradition because frontier stories are not part of the oral tradition.
A. True
B. False
. All of the following are examples of oral tradition except

A. Davy Crockett

B. Pecos Bill

C. The fox and the grapes
D. Jane Eyre
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9. Myths
A. are fun songs told by the ancient Greeks.
B. are considered to be false by their originators
C. attempt to answer basic questions of the world
D. were written by philosophers.

10. Folktales Never contain hyperbole.
A. True
B. False

11. When animals display characteristics that are human-like, the author is
using which kind of technique.

A. Personification

B. Hyperbole

C. Metaphor

D. Oxymoron

12. Ms. Cox said that this was the most important element in a tall-tale is
A. plot
B. the exposition
C. the denouement
D. the setting

“Davy Crockett”

13. Davy Crockett was a (n)
A. imaginary character
B. southern senator
C. real Tennessee frontiersman
D. former carpetbagger
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14. According to the story, the most ordinary thing that Davy did in an extraordinary way

was to
A. skip
B. drink
C. sing
D. hunt

15. Davy called himself a
A. shouter
B. screamer
C. yeller
D. teaser

16. One of the things Davy enjoyed most was a
A. good barn dance



B. long nap
C. greased pig race
D. thunderstorm

17. Uses of dialect is common in folklore. The term “critter” means

A. young child
B. baby

C. animal

D. insect

“Icarus and Daedalus”
18. The story “Icarus and Daedalus” is
A. afable
B. a folktale
C. aRussian tall tale
D. a Greek myth

19. In the myth, “Icarus and Daedalus,” Icarus was

A. Daedalus’s friend
B. Daedalus’s pet bird
C. the king’s son

D. the son of Daedalus

20. Cunning means skillful or clever.
A. True
B. False

21. Daedalus built a labyrinth. A labyrinth is

A. a term used to describe his special wings
B. a mechanical bird

C. amaze

D. aramp

22. Cupid is the son of Venus.
A. True
B. False

23. A fledgling is a young bird.
A. True
B. False

24. Vacancy means emptiness.
A. True
B. False

25. Sustained means supported.
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A. True
B. False

Short Answer/Essay: Choose one of the following options and write your answer in
the space provided. Do not give me a summary of each story. | want your opinion
with examples from the stories to back up your thoughts.

Option A: Compare and contrast one myth (“Icarus and Daedalus” or “Narcissus”) and
one folktale (“Davy Crockett” or “The Ballad of John Henry).

Option B: List four elements/characteristics that fables, myths, and folktales share.
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Appendix C
Post WebQuest Survey

Directions: Please take a moment to respond to the survey. This survey is anonymous so
feel free to be honest in your response.

(1) Did you enjoy the WebQuest as an alternative assignment? If yes, why? If not, please
explain.

(2) Do you feel that you learned something more with the WebQuest than you would
have without it?

(3) Would you like to use WebQuests and the Internet more during the school day in all
your classes?

(4) How much have you learned about Davy Crockett through this WebQuest than what
you knew before beginning the WebQuest?
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Introduction to the Problem

Classroom management is a major area of teacher preparation in which new
teachers often feel ill-equipped to deal with discipline issues in their first teaching
positions. Interviews of more experienced teachers also reveal that they found their own
educational instruction to be more content-driven, with less emphasis on classroom
management. Merrett and Wheldall (1993) insist that, in order to be an effective teacher
in the real world, one must quickly acquire the necessary skills needed to maintain a
positive learning environment.

During my first student teaching assignment, 1 worked with middle and high
school students, and noticed that some classes were much more difficult to manage. The
cooperating teacher | worked with decided to try various types of assigned seating
arrangements in an effort to break up talkative groupings and in order to create more
diverse learning groups. The instructor continued to make adjustments where they were
needed, and | observed that some of the classrooms saw a significant change in learning
focus almost immediately.

The purpose of this action research project is to analyze if assigned seating is
being used in other classrooms within the school, and to find out if teachers view it as an
effective solution to classroom management issues. A project such as this one could be
the first step in creating a dialogue so that teachers exchange ideas about common
management issues and possible solutions.

Guiding Questions
1. Do teachers currently use assigned seating?

2. Do teachers view the use of assigned seating as reactive or proactive?
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3. Are there reasons which prevent teachers from using assigned seating even if they

think it (assigned seating) might be a good idea?

Review of Literature

A research study by Miech and Eider (1996) cited that classroom management
frustration was a common reason for leaving the teaching profession among both new
and veteran teachers. Teaching institutions are now being criticized for not adequately
equipping new teachers with the classroom skills they need in order to be successful in
their classroom environments. One review of both American and European classrooms
identified classroom discipline as the number one problem for new teachers, followed by
student motivation, (Stones & Webster, 1984). Research by Mastropieri and Scruggs
(1987) has shown that teachers who are successful in the area of student achievement are
also effective in classroom management. Brown (1998) states that research has shown
that effective teaching requires extensive planning, dealing with diversity, and individual
learning styles in order to decrease discipline issues.

Pedota (2007), a former New York City principal, cites that students, like adults,
prefer structure and the predictable. A seating arrangement is a great tool for teachers
because it provides an organizational system in which to learn students’ names quickly,
take attendance, and facilitate different types of instruction, both individual and group.

Stewart, Evans, and Kaczynski(1997) note that the physical arrangement of a class
communicates subtle messages to students so teachers have to find the best arrangement
which provides the optimum accessibility to all students. Students seated in the front and
center of an arrangement tend to have more interaction with the teacher so arrangements

should occasionally be changed to allow all students the same opportunity. Wrubel
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(2002) recommends separating best friends, and pairing students who need more
assistance close to students who focus well, providing role models. Wrubel advises

continually monitoring placement, and making changes as necessary.

Research done by Kalinowski and Taper (2007) found that seat location had little
effect on classroom grades, yet students who sat in the front of the class generally had
higher GPAs than those students in the back. Educators should thoughtfully consider the
options of group versus row seating for individual work. Hastings and Schwieso (1995)
did a study which showed that student behavior was more on-task in the rows
arrangement. Research by Kutnick, Blatchford, Clark, Maclntyre, and Baines (2005)
shows that teachers often consider a combination of different grouping sizes, along with
individual seating, to be an effective way to promote learning, on a lesson-by-lesson
basis.

Dunne (2001) notes that educator, Fred Jones, believes that assigned seating is
necessary because he believes that, if students are given a choice, they would pick the
least suitable solution to a classroom management situation. There are educators like Phil
Linton, a principal at the Anglo-American School of Moscow in Russia, who believes
that students should be given some sort of part in establishing rules in order to increase
their support of the rules. Some teachers suggest giving students some choice in the
seating arrangement by asking them for a list of six names of students near whom they
prefer to sit. During group activities, placing the most verbal students in different groups
can promote leadership, suggests Novelli (1997).

Data Collection and Results
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The purpose of this action research project is to evaluate the perceived effectiveness
of the use of assigned seating as a form of classroom management. Both middle school
and high school faculty were chosen at a local magnet school. Teachers were given a
voluntary, anonymous questionnaire to answer.

A 10-question survey (See Appendix A) was left in the school mailboxes of 31
middle school and high school teachers. The anonymous responses were sealed by the
participants in a manilla envelope and left in a collection box in the school’s central
office. Two of the responses are in narrative form, and six of the responses are illustrated
in table format. Open-ended responses are presented in Appendix B.

Of the 31 teachers asked to complete the questionnaire, only 13 were returned, so
there are some concerns about whether this study accurately reflects to chosen
population.

Faculty responses indicated that 23% of the respondents teach mostly middle school
students, 62% teach mostly high school students, and 15% teach an equal number of both
middle and high school students. Responses indicated that 46% of the teachers currently
use assigned seating in all of their classes, 31% use assigned seating in some of their
classes, and 23% don’t use assigned seating at all.

Responses indicate that 46.15%, almost half of respondents, remain neutral about
always using assigned seating. Respondents indicate that 53.85% of teachers do not keep
the same seating arrangements throughout the year. Most, 53.85% of teachers, admit to
using assigned seating primarily as a reaction to classroom management issues. Most
teachers, 53.85%, are neutral with regard to considering assigned seating as an effective

form of classroom management, and almost half are neutral about its effectiveness within



159

their own classroom. Almost all teachers appear not to really know if their peers are using
assigned seating in their classrooms.

The first open-ended question, number 9, asked what kind of obstacles teachers
believe prevent them from successfully using assigned seating. Student resistance seems
to be a common, reoccurring issue; teachers commented that students talk no matter
where you put them.

The second open-ended question, number 10, asks teachers what kind of benefits
they think assigned seating creates. The common responses were that assigned seating

helps to break up talkative groups, and helps teachers to carry out administrative tasks

more easily.
n/percentage
Responses Strongly Agree Neither Agree Disagree
or
Disagree
Faculty 4 6 3

1. I have always used assigned seating as a form 30.77% 46.15% 23.08%
of classroom management.

2. | assign seating at the beginning of the school
term and | keep the same arrangement ! 5 !

; 7.69% 38.46% 53.85%
throughout the entire year.

3. lonly use assigned seating arrangements 7 4 9
when classroom managements issues occur in 53.85% 30.77% 15.38%
my classrooms.

4. | believe that assigned seating is an effective 4 7 2
form of classroom management. 30.77% 53.85% 15.38%

5. Assigned seating arrangements helps me to
achieve the kind of classroom management 3 6 4
that creates the best learning environment for 23.08% 46.15% 30.77%
my students.

6. | believe that most of my peers use assigned 0 12 1
seating in their classrooms. 0.00% 92.31% 7.69%

Figure 1. Educator answers on assigned seating. Faculty respondent total is 13.

Conclusion and Recommendations
The purpose of this action research project was to evaluate the faculty perceptions

about the effectiveness of assigned seating in their classrooms. The survey indicates that



160

the faculty is neutral in considering assigned seating as an effective form of classroom
management; therefore, it makes sense that less than 31% of teachers have always
practiced assigned seating and 23% of teachers currently use it in their classrooms.

More than half of the faculty responded to using assigned seating as a reactive
solution to specific classroom discipline problems. A more proactive approach could
possibly aid teachers in preventing some classroom management issues from initially
occurring. Teachers may be able to create a more manageable classroom environment by
starting the school year with assigned seating arrangements, and adjusting the
arrangements as the classroom needs change
throughout the year.

Perhaps the faculty could talk with each other about the some of the issues they are
comforted with in their own classrooms, and then share some of their classroom
management best practices in an in-service workshop. This classroom sharing could
potentially have a major impact on the success that teachers have in managing own
classrooms and in the total school environment.

One of the biggest obstacles that could affect successful assigned seating is the
physical environment that teachers inherit in their classrooms. Teachers have special
challenges when they get a classroom without individual desks; this severely limits the
seating options available to them. An open line of communication between the school’s

administration and faculty could provide some alternate seating resources.
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Appendix A
Faculty Survey
1.1 teach__
a. mostly middle school students

b. mostly high school students
c. about the same amount of both middle & high school students

N

. | have always used assigned seating as a form of classroom management.
a. strongly agree
b. neither agree or disagree
c. disagree

w

. | currently use assigned seating in____.
a. all of my classes.
b. some of my classes.
¢. none of my classes.

4. | assign seating at the beginning of the school term and | keep the same arrangement throughout the entire term.
a. strongly agree
b. neither agree or disagree
c. disagree

5. 1 only use assigned seating arrangements when classroom management issues occur in my classrooms.
a. strongly agree
b. neither agree or disagree
c. disagree

6. | believe that assigned seating is an effective form of classroom management.
a. strongly agree
b. neither agree or disagree
c. disagree

7. Assigned seating arrangements helps me to achieve the kind classroom management that creates the best learning environment for
my students.
a. strongly agree
b. neither agree or disagree
c. disagree

8. | believe that most of my peers use assigned seating in their classrooms.
a. strongly agree
b. neither agree or disagree
c. disagree

9. What are the biggest obstacles (if any) you’ve encountered that prevent you from maintaining successful classroom management
using assigned seating?

10. What do you believe are some of the greatest benefits from using assigned seating?
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Appendix B

Question 9:
What are the biggest obstacles (if any) you’ve encountered that prevent you from
maintaining successful classroom management using assigned seating?

1.Students who don’t care if they pass or fail.

2. None

3. Trying to form equally diverse groups.

4. Assigned seating is helpful, but it still will not keep students from being social. Some
students are out of their seat more when separated from friends.

5. Resistance.

6.Students working on cooperative activities-constantly rotating seats.

7. Nothing!

8.

9. The kids know each other so well, that a “talker” will talk no matter where you put
them.

10. HS students don’t seem to really respond. They make new friends. MS they’re chatty
anyway.

11. Large classes and some students will talk no matter where you assign them a seat.
12. Sometimes it helps, sometimes it doesn’t. It depends on the kids.

13.

Question 10:
What do you believe are some of the greatest benefits from using assigned seating?

1. Special needs students I.E.P.

2. It helps me learn students’ names quickly.

3. The ability to form diverse groups(racially, intellectually, gender...)

4. | use assigned seating to encourage diversity in group work as well as to pair students
for labwork.

5. | tend to use grouping versus assigned seating. | resort to assigned seating to break up
students/groups of students that negatively affect each other or interfere with the other’s
learning.

6. Getting to know students.

7. Learn students’ names faster. Improve setting in classroom for learning. Assign needed
structure.

8. Taking roll easier!

9. Breaking up cliques.

10. Ease with attendance.

11. First, | don’t use assigned seating with seniors(usually only with 9" graders).
Assigned seats help me to learn names quickly in large classes. I rotate tables every
Monday so that no one group gets stuck at the back of the class.

12. Moving students away from their friends is usually the best way to keep kids from
being distracted. They tend to pay attention better.

13. It separates “best friends” who are tempted to talk.
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Introduction to the Problem

Schools are facing many new challenges as they struggle towards meeting the
state goals of the 21* century. Mainly, “No Child Left Behind,” and the 1997
amendment, the Individuals with Disabilities Education Act, have brought on these
challenges. This act specifies that, “states are required to provide a free appropriate
public education to students with disabilities” (Bradley, 2006). This amendment applies
not only to students with disabilities, but for all students, everywhere in the United States.

With the movement towards inclusion, teachers are finding it difficult to
effectively reach such a diverse group of students with a broad range of academic needs.
One technique teachers can use to reach such a diverse group of students is to implement
differentiated instruction into the everyday curriculum.

The idea of differentiated instruction is not new, although many teachers do not
fully understand or implement it. In 1998, a Title I school in North Carolina found that
the majority of teachers were using only whole-group instruction and were teaching to
the average student, and not meeting the academic needs of all students (Lewis & Batts,
2005). Students at the school were scoring at a 79% proficiency rate on the state end-of-
grade tests, but, after being taught through differentiated instruction, 94.8% were scoring
at the proficiency level (Lewis & Batts, 2005). There is much research supporting the
qualitative and quantitative effects on student academic success when being taught
through differentiated instruction (Lewis & Batts, 2005).

There are high demands on teachers to meet the academic needs of every student;
with that in mind, whole-group instruction, and teaching to the average student, will not

permit students to reach their full learning potential. Both inclusion, leading to a diverse
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classroom, and the high demands set on teachers, make it evident that there is a great
need for differentiated instruction to be implemented into the everyday curriculum.

The purpose of this study is to describe the effects of implementing differentiated
instruction into the daily classroom curriculum. This study will take a closer look at the
impact differentiated instruction has on elementary student academic success.

Review of Literature
Review of Literature

Due to the introduction of inclusion of students with disabilities and the reality of
classroom diversity, today’s classroom is different from those in the past. This is causing
many more demands on teachers. These demands include state standards, No Child Left
Behind requirements, IDEA, high-stakes tests, etc. Many schools still implement the
“whole-group” and “one-size-fits-all” instructional approach in the daily classroom. Due
to the demands on teachers, these instructional approaches alone, are no longer meeting
the needs of a majority of students. Differentiated instruction is an approach that teachers
can implement to reach every student at his or her level, while meeting the demands put
upon them.

The concept of differentiated instruction is not new, but has been used for the last
two decades (mainly with gifted and talented students) (Theroux, 2004). It has, however,
recently become a strategy that can be implemented into any classroom and can be
beneficial for every student. The concept of differentiated instruction is based on the fact
that students each differ in their readiness level/academic abilities, learning styles,
personal interests, background knowledge and experiences, and levels of motivation. It

challenges each student to reach his or her full learning potential, while, at the same time,
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valuing each student for what he or she is capable of doing. A differentiated classroom
will contain students who are all equally engaged in learning activities that are
appropriate for their learning needs. The essential concept may be the same for each
student, but the complexity of the content, the learning activities, and/or the products may
vary so that all students are challenged, but not frustrated (Theroux, 2004).

By definition, differentiated instruction is to recognize students varying
background knowledge, readiness, language, preferences in learning, and interests, and to
react responsively by meeting their academic needs (Hall, 2002; Edwards, Carr, & Siegel,
2006; Tomlinson, 2000). Instruction can be differentiated based on a student’s readiness
level, personal interest, or learning profile or style. A student’s readiness level is
measured by determining his or her current knowledge, understanding, and skill related to
what is being studied. Personal interest is obvious when a student is observed enjoying a
learning activity or what he or she chooses to do in his or her free time. A student’s
learning profile or style is his or her preferred method of learning.

The rate of retention in the United States is estimated at about 15 percent each
year. Overall retention rates have increased by 40 percent over the past 20 years, meaning
that 30 to 50 percent of children have been retained at least once before the ninth grade.
The highest retention rates are found among poor, minority, inner-city youth; English-
language learners; students that have attention problems; students from single parent
homes; or students that change schools often (National Association of School
Psychologists, 1998). These high rates of retention call for drastic changes in schools and

in classroom instruction that can more effectively reach all students.
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Differentiated instruction is one approach that, many agree, can allow students to
reach their full learning potential. The key to having a successful classroom through
implementing differentiated instruction is to remember that all students should be offered
choices for what and how they learn, and that they are matched with activities that are
compatible with their interest, readiness level, or learning style. By changing teaching
strategies often, students are more frequently given the chance to learn in a way that is
compatible with their own learning preference, while, at the same time, expanding on
different ways to learn, other than through their learning style. Theroux (2004, p. 3)
states:

If we (teachers) are to be responsible for what a child learns, then it is essential

that we understand what (s)he knew at the beginning and how to move him/her

forward from that point in a successful manner. This means we need to
understand how each student learns best. It also means that we need to build on
what they already know.

A recent study found that students who were given more challenging, higher-
quality, tougher assignments that incorporate critical thinking outperformed less-
challenged students on standardized tests, and they posted learning gains 20 percent
higher that the national average (Johnson, 2001). A study from the U.S. Department of
Education found that high-achieving schools with disadvantaged student populations,
where learning standards were integrated along with demanding coursework and high
expectations, resulted in a marked improvement in student performance (Johnson, 2001).

Sloan (2004) states:
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When permitted to learn difficult academic information or skills through their
identified preferences, children tend to achieve statistically higher test and attitude
scores than when instruction is dissonant with their preferences. On the other
hand, others contend that this idea is impractical, as well as time consuming, and
students should learn to adapt to the instructor’s teaching style. Otherwise,
students are not being challenged to acclimate themselves to various learning
environments that would empower them for life after graduation.

Although there are conflicting views, there is much documentation and many
personal testimonies supporting the theory that differentiated instruction can improve a
student’s content and skill knowledge. Also, although differentiated instruction has been
used in some classrooms for many years, there is not adequate research data that
differentiated instruction is the best approach to student success.

One of the national education goals is that every school in the United States will
make certain that all students learn to use their minds so they will be prepared for
responsible citizenship, further learning, and productive employment (Doolan &
Honigsfeld, 2000). Doolan and Honigsfeld believe that a critical approach to meeting this
goal is by implementing differentiated instruction by addressing student learning styles.
A student’s learning style is determined by the way he or she concentrates on, perceives,
processes, internalizes, and retains new information (Doolan & Honigsfeld, 2000; Sloan,
2004). When students are being taught through instructional methods that do not address
their learning style, they do not succeed in mastering the subject quickly, if at all. This
can lead to frustration for both the students and the teacher, and may even cause students

to dislike school, which can lead to behavioral problems, retention problems, and
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dropping out (Doolan & Honigsfeld, 2000). When teachers are able to identify student
learning styles and implement them into the instructional activities, results show that
student academic achievement is higher, and that students will learn more quickly and
with greater ease (Stevenson & Dunn, 2001; Sloan, 2004). The staff from an elementary
school in Kansas saw improved student attitudes, healthier work habits, and higher test
scores after instructional methods were implemented that matched student learning styles
(Doolan & Honigsfeld, 2000). At an elementary school in North Carolina, staff saw
standardized test scores on the California Achievement Tests (CAT) in reading and math
improve from the 30" percentile in 1986 to the 40" percentile in 1987, and, in 1988, they
increased to between the 74™ and 77" percentile (Doolan & Honigsfeld, 2000). The next
year, the scores were among the highest in the state.

A main concern today’s teachers have is meeting the diverse needs of individual
students. In 1998, administrators in a North Carolina Title I school found that the
majority of teachers were using only whole-group instruction that taught to the average
student, and that students had an overall 79 percent proficiency rate on state end-of-grade
tests (Lewis & Batts, 2005). Despite the diversity of the classroom, teachers were
unaware of how to reach each student effectively. Tomlinson (2001) created a
differentiated approach that identified three curriculum elements that can be
differentiated: content, process, and products. Hall (2002) found that the best way to
illustrate this concept is through a chart, adapted from Oaksford and Jones.

Lewis and Batts (2005) found that the current curriculum does not have to be
changed, but adjusted, to accommodate these elements. Teachers need to adjust what is

being taught, the activities, and the end results showing student mastery. Hall adds that
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teachers need to meet each student where he or she is, and assist in the learning process.
After the school in North Carolina implemented the differentiated approach, based on
Tomlinson’s ideas, the students scored at a 94.8 percent proficiency rate on the state end-
of-grade tests (Lewis & Batts, 2005). In contrast, Castle, Deniz, and Tortora report that
there is evidence from the past 20 years revealing that grouping students by their
readiness level can have negative effects (2005). They found these effects to be most
prominent in low-achieving and minority students. There were five major negative
impacts noted in the Castle et al. research findings, including lack of student mobility
across groups, poor quality or low-level instruction in low ability groups, low student
self-concept, lack of educational equity, and low student achievement (2005). In order to
reduce these negative effects, Castle et. al found that flexible grouping, instead of groups
based on readiness levels, should be implemented, allowing students to regroup, based on
needs and continuous assessments. Flexible grouping, along with other differentiated
instruction methods, show positive effects for students, particularly below-goal students
(Castle, Deniz, & Tortora, 2005). The teachers in the Caste et al. study noted
improvements in student scores, comprehension of learning tasks, and confidence. On
almost all tests, the percentage of below-goal students who reached mastery exceeded the
district goal of 10 percent (Castle, et al., 2005).

There are many ways instruction can be differentiated. An inclusion, laboratory
school found that differentiated instruction was effective through tiered lessons. A tiered
lesson is a differentiation strategy that addresses a particular standard, key concept, and
generalization, but allows several pathways for students to arrive at an understanding of

these components based on their interests, readiness, or learning profiles (Adams &
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Peirce, 2004). The authors of the article found eight steps that proved to be useful in

tiered lessons:

=

no

Identify the grade level and subject for which you will write the lesson.

Identify the standard (national, state, district, etc.) you are targeting.

Identify the key concept and generalization. Ask, “What do | want the students to
know at the end of the lesson, regardless of their placement in the tiers?”

Be sure students have the background necessary to be successful in the lesson.
Determine in which part of the lesson (content, process, product) you will tier.
Determine the type of tiering you will do: readiness, interest, or learning profile.
Based on your choices above, determine how many tiers you will need and
develop the lesson. Be sure that students are doing challenging, respectful, and
developmentally appropriate work within each tier.

Develop the assessment component to the lesson. The assessment can be
formative, summative, or a combination of both. (Adams & Peirce, 2004, 19)

Another method Tomlinson and McTighe recommend is Understanding by

Design (UBD). “UBD is an instructional development model that asks teachers to

begin with the design of clear statements of what students are to learn, followed by

the design of an assessment, followed by the design of a learning activity that pushes

each student to the height of his/her potential” (Loertscher, 2006).

Why are all teachers not implementing differentiated instruction into their

curriculum? Ninety percent of teachers do not know how to differentiate in a mixed

ability setting (From theory to practice, 1999). Studies have shown that teachers are more

than likely to teach the way they were taught. Most current teacher candidates were not
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taught by elementary or high school teachers who used differentiated instruction. A small
group of elementary and special education faculty decided to form a task force after
attending a meeting that reported the results of a student teacher exit survey showing that
the candidates did not feel that they were adequately prepared to effectively teach diverse
learners. The candidates reported that their professors, supervisors, and master teachers
seldom encouraged the implementation of differentiated instruction. The faculty decided
to start a project named 3D, The 3 Dimensions of Diversity for Inclusion. The three
dimensions were recognized as academic, behavioral, and cultural. These dimensions
were recognized as aspects that need to be heavily addressed in all teacher education
programs. Teacher education method courses in the past involved, “drab lists of strategies
to be memorized apart from any teaching-learning context and are interspersed with
requirements to write units and lesson plans according to some rigidly specified format. If
this is not enough, the student spends too many hours listening to outdated lectures
delivered by someone who has little touch with the real world of school for many years”
(Edwards et al., 2006). Teacher candidates have been taught Vygotsky’s theory of
scaffolding to create lessons that feature Tomlinson’s idea of differentiated instruction,
and then enter schools that still implement the one-size-fits-all approach and resist new
changes. Edwards et al. (2006) feel that teacher candidates, “need to experience for
themselves the processes, benefits, and challenges of new methods. If nothing else, they
should have an opportunity to view the inner-workings of a distinctly different paradigm
than one that is more familiar.” It is a teacher’s responsibility to utilize instructional
methods that meet the student’s needs. Edwards et al. voiced that teacher preparation

courses must more effectively prepare candidates to transform the one-size-fits-all
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approach to the differentiated instructional approach in order to see higher student
success rates.

There are many other reasons why or why not teachers implement differentiated
instruction into their curriculum. Wertheim and Leyser (2002) found several studies
investigating general educator’s views and perceptions of differentiated instruction. The
findings were as follows:

e Teachers stated preference for instructional practices that they implemented
directly in the classroom.

e Teachers rated adaptations related to the social or emotional well-being of
mainstreamed students as being more desirable than those requiring curricular or
environmental adaptations.

e Teachers were more willing to consult school professionals about academic
problems than about behavior intervention strategies.

e Teachers reported using typical or routine classroom accommodations they might
make for any student. The primary mode of teaching reported was whole-group
instruction. Teachers made few adaptations for individual student needs.

e Teachers perceived or rated the desirability of implementing a variety of
instructional adaptations for students with disabilities in general education
classrooms extensively higher than the rate of their probability.

e Teachers stated that they used positive or reinforcing interventions for classroom
behavior problems rather than punitive interventions or those that include

punishment.
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Curriculum is no longer defined by what a teacher will teach, but by what a
student will be able to demonstrate. Teachers must be willing to create a classroom that
celebrates diversity and allows children to reach higher standards. Not all children learn
by the same methods; therefore, teachers must implement differentiated strategies,
enabling more students to reach their full learning potential. The benefits of differentiated
instruction far outweigh any drawbacks. A teacher from the Lewis and Batts (2005) study
explains, “Even though it takes a lot of time upfront to plan for a differentiated
classroom, the benefits have been proven. Each year that | get better at planning
differentiation, I can see an improvement in the outcomes of my students.” Although
there is a lack of actual statistical evidence for the effects of differentiated instruction,
there is much testimony that the method is successful.

Data Collection and Results
Data Collection

This study involved a group of 21 first-year, kindergarten students in a rural
Hamilton County school. The study was done over a 2-week period and concerned the
topic of the five senses. It included two different types of instruction, whole-group and
differentiated, and a post-test after each instruction. Students were given a pre-test and a
post-test over the material and were asked the following questions:

e What body part do we use for our sense of sight?

e What body part do we use for our sense of hearing?
e What body part do we use for our sense of smell?

e What body part do we use for our sense of taste?

e What body part do we use for our sense of touch?



177

e Do you know the four tastes our taste buds detect? Name them.
e Can you name the five senses?

For the first five questions, the students had a group of pictures to look at and
were asked to point to the picture that answers the question. For the remaining two
questions, the students were asked to orally answer the questions.

A traditional, whole-group lesson was conducted to introduce the five senses, the
body part each sense uses, and the four flavors the tongue detects. The concept was
introduced through the reading of a book that explained each sense and gave examples of
how it is used. This was followed by a brief lecture further explaining the five senses and
their importance. The four flavors were introduced through a brief lecture and then
students were given the chance to name some foods that pertained to each flavor. At no
point in the lesson was there any type of activity for the students to be involved in, or
differentiation based on learning level or learning style.

During the following week, students studied the five senses more in depth through
differentiated activities. Because this study was done with kindergarten students during
the first 9 weeks of school, the students had not been placed in any type of leveled group
or learning style group. The lessons were differentiated in that they each contained
activities that pertain to most, if not all, of the learning styles, and most lessons contained
activities that were learning-ability leveled. Each sense was discussed individually
through a lesson, on different days, and in much detail. The sense was once again
introduced and discussed, and the students then participated in an activity.

Lessons were differentiated from the traditional whole group instruction in that

they were planned to accommodate student learning styles. Each activity was hands-on,
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but also contained visual, auditory, and kinesthetic aides. The activities were set up to
meet student learning styles.
Results
A pre-test was administered to students before any lesson was conducted

discussing the five senses and the four tastes.

H Correct
Olincorrect

Question 1 Question 2 Question 3 Question 4 Question 5 Question6 Question 7

Figure 1. Pre-test results showing student knowledge about the five senses and the four

tastes.

It was evident that almost an equal number of students did not understand the
concept of sense of sight or had not heard the term “sight.” Most students understood
what body part they use for their sense of hearing, sense of smell, sense of taste, and
sense of touch. There was not a single student who knew what four flavors the taste buds
can detect. Likewise, not a single student could name any of the five senses. The mean
for the pre-test was 28, being that there were 14 possible answers with each answer worth
7 points. The median was 30 and the mode was 30.

After the whole group instruction, a post-test was given to gather any amount of
learned information. The post-test was the exact same test as the pre-test. There was

much improvement.
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Question 1 Question 2 Question 3 Question 4 Question 5 Question 6 Question 7

Figure 2. Post-test 1 results.

It is evident that the number of students who, overall, answered the questions
correctly increased. Students were still not grasping the full concept of the four flavors
the taste buds detect, or were they able to name the five senses without looking at
pictures. The mean was 45, a 61% increase from the mean on the pre-test. The mode was
30 (the same as the pre-test mode), and the median was 41.

After further instruction, a second post-test was given to gather any increase in the
amount of learned information. The second post-test was the exact same test as the pre-

test and the first post-test.

QuestionQuestionQuestion QuestionQuestion QuestionQuestion
1 2 3 4 5 6 7

OCorrect
M Incorrect

O Correct
M Incorrect
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Figure 3. Pre-test 2 results.

Students seemed to fully understand the concepts of sense of hearing, smelling,
tasting, and touching. There were still five students who did not grasp the concept of
sense of sight or understand the word “sight.” There was much increase in the number of
students who could name the flavors the tongue detects. Many students could not recall
all of the flavors but could recall some of them. There was also an increase in the number
of students who could name some of the five senses. The mean was 68, a 51% increase
from the first post-test, and a 142% increase from the pre-test. The mode was 93, and the
median was 72.

Overall, there was much increase in the number of students who answered
correctly after further instruction, as compared to the number of students who answered
correctly before any instruction. It is evident, by the results of the second post-test, that
the majority of students know and understand the five senses.

Conclusions and Recommendations

As compared to whole group instruction, differentiated instruction seemed to be
the most effective type of instruction. This is evidenced by the result comparisons
between the pre-test and the first post-test, compared to the pre-test and the second post-
test.

Students were given the first post-test after the whole group instruction. There
was some improvement in the results of the test compared to those of the pre-test.
However, it was evident that students were still not grasping the full concept of the 4

flavors the taste buds detect. Students were also still not able to name the five senses
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without looking at pictures. Although students could identify which body part they use
for each sense, it is evident that the concepts needed to be retaught through another form
of instruction.

During the following week, each sense was taught through differentiated
instruction. Students were once again given a post-test. There was some improvement in
the results compared to those of the first post-test, and much improvement in the results
compared to those of the pre-test. Several students still did not seem to grasp the concept
of sense of sight. They did not understand the word “sight” when used to describe the
sense, but did understand that their eyes are for seeing. The word “sight” still needs to be
further introduced through a vocabulary activity.

Overall, the differentiated instruction seemed to be the most effective form of
instruction, allowing students to grasp the concept of the five senses and the flavors the
tongue detects. The majority of the students were able to answer the post-test questions
correctly. In order for the whole class to understand the five senses, more time needs to
be spent on each sense with at least two differentiated lessons pertaining to each sense,
with one lesson differentiated based on learning styles, and the other differentiated based
on the student’s learning level.

As previously stated, differentiated instruction is not a new concept. It does
appear to be the most effective form of instruction. It is easy to tell teachers to teach their
students through differentiated instruction, but it is easier said than done. To effectively
teach students through differentiated instruction, students need to be taught in small
groups and participate in small group activities. These small groups need to be based on

learning style or learning ability or level. Sometimes, it is best to keep students at the
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same learning level in the same group, and sometimes it is best to mix up the groups so
students can help one another.

In the day and time of technology, there are many resources available for teachers
to differentiate instruction. There are multiple resources for hands-on activities such as
math and reading manipulatives. Technology is a simple way to differentiate instruction.

For differentiated instruction to be effective, teachers must constantly progress
monitor students, especially if grouped by learning ability. Students who learn effectively
through small groups will most likely need to be regrouped as they advance. For
differentiated instruction to be effective in lessons that must be taught as whole-group, it
is best for the lesson to contain something to meet each student’s learning style, e.g., a

visual, a kinesthetic activity, etc.
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Introduction to the Problem

“However the ingredients for learning remain the same: the teacher must be fully
alive and the learning environment must be both stimulating and peaceful” (Lomasney,
1996, p. 7). Think back to your elementary and/or secondary art classroom. What do you
remember most about the structure and environment? Was the classroom’s lack of
organization and functionality overwhelming? Were you able to concentrate and focus on
your assignment? Although art has always been one of my favorite subjects, when | think
back to my elementary and secondary art classrooms, | am reminded more of a jungle
than a creative learning environment. Perhaps you can relate to the crowded, cluttered,
undisciplined climate that I experienced. | cannot say that | did not sometimes enjoy the
lax environment, and work could be accomplished if you had good concentration skills
and self-motivation, but, overall, we must have wasted half of each year weaving our way
through the maze that was our classroom. Now that | am about to embark on a career as
an art teacher, | am faced with challenging student creativity and individuality, while
promoting structure and focus in my classroom. It is my belief that the lack of
organization concerning art materials directly leads to a student’s inability to complete
work in a timely manner, and it is this concern that | will be trying to improve.

Review of Literature

The purpose of my action research paper is to address students not turning in
work on time due to the lack of organization of art materials in the classroom. Compared
to early ideas that relied heavily on the individual teacher’s suggestions and

psychological theories composed outside the classroom, the past 15-20 years have
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improved research on organizing and managing a classroom, and it is this information
upon which I will build my study.

The literature suggested that one way to solve the lack of organization in an art
classroom is to change the physical layout. The structure and organization of a classroom
is often overlooked by education professionals, but reflects a teacher’s instructive
philosophy and goals. Excluding the limitations of school policies and equipment, such as
wall color, student desks, chair furniture, and immovable furnishings, the physical
artifacts of the classroom should mirror the teacher’s attitude toward specific learning
objectives (Sommer, 1977). The arrangement and use of classroom physical space is
especially significant for art educators, considering the relationship between the
environment and student behavior, and knowing that the setting must be able to sustain a
variety of unique instructional functions. As with all work environments, the fluid use of
time, proper behavior, and overall production can be difficult to implement. The art
classroom, especially, should lend itself accessible for physical manipulation by teachers.
How the setting is organized and managed for any given activity can heavily influence
students, and, therefore, minimize the chances for confusion, distraction, and misbehavior
if done thoughtfully (Susi, 1989). A way to reduce clutter and enhance mobility
throughout the classroom is to provide storage units for artwork and materials. This
organization minimizes student distraction and allows for better concentration
(Comstock, 1995). The preparation and use of space are parts of the multifaceted,
nonverbal communication system that exists in every classroom (Susi, 1986). Teachers
that are considered successful by faculty and students, alike, often spend a great deal of

time before the opening of school devising room layouts, arranging for the storage of
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materials and supplies, and planning for the flow of student traffic during an assortment
of classroom activities. For example, when students are making wood or linoleum block
prints, specific work areas can be designated to accommodate the various stages and
operations that are part of the printing process. These stations can be located in
congruence with factors such as traffic patterns, the location of the sink, storage areas,
and display space (Brophy, 1983). Because students in an art classroom are expected to
solve conceptual problems, the way in which the classroom tools and materials are
organized becomes a crucial source for improving student ability to turn in work on time
(Pitri, 2003).

The second solution that | found while reading the literature that is related to time
spent, student conduct, and work accomplished is the sound allowed in the art classroom.
Art should be a subject that invokes a certain amount of freedom and creativity, but, at
the same time, a teacher must always provide rules for the student environment. In the
classroom setting, some students are able to screen out or ignore the ordinary classroom
noise and commotion as they work. Through motivation or discipline, they are able to
focus their concentration on the job they are doing, in spite of nearby confusion. There
are many students, however, that do not share these attributes, and often find themselves
distracted by minor noise or disorder. When these individuals have to exert their attention
to coping with negative environmental conditions, they are often sidetracked from the
work at hand (Susi, 1989). Conversations amongst students should be kept at a consistent
level designated and disciplined by what the teacher deems appropriate so that some
interaction is promoted, but, at the same time, not allowing noise to spiral into a chaotic

climate. Because an art classroom should evoke an aesthetic environment to enhance the
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student’s creative thinking, it is often recommended that the teacher select a type of
music appropriate for the lesson, and have it play in the background as the students work
on their projects. Mozart’s music has been proven to calm behavior and increase brain
function, so it makes sense that something like traditional African music may also
amplify a student’s productivity (Sprague & Bryan, 2001). Overall, I find the idea of
altering background sound, and observing any relevant changes in student ability to turn
work in on time, interesting, and will consider this as an option for further study.
Another important solution found in the literature that can greatly affect students
turning in work on time is having particular seating arrangements. Ideal seatwork
provides a mixture of challenge and stimulation, while allowing for successful
completion of the given project (Brophy, 1983). Asking the students directly about the
physical environment, with an emphasis in the way in which desks and tables are
arranged, may be the most meaningful way for students to feel a part of the classroom, as
a whole (Kushins & Brisman, 2005). Even though the ultimate responsibility always lies
with the teacher, and a seating chart differs from seating arrangements, students are often
more dedicated and interested if they feel involved in the process (Sommer, 1977). A
useful seating arrangement can provide solutions to time, behavior, and productivity
issues, which can all affect students turning in their work on time. On the other hand,
allowing students to sit with friends could nullify such results, making it harder for
students to concentrate on their work. This is why the literature recommended that
students have a say in each classroom layout, based on the current activity, and the

teacher should purposefully fill desks as he or she sees fit (Susi, 1989).
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Teachers are ultimately responsible for regulating the academic environment,
including the material covered, approaches to learning, and the manner in which
individuals communicate within the classroom (Urdan & Schoenfelder, 2006). After
reviewing the literature, and three of the solutions to my problem, | am going to study
organizing art materials within the classroom because the classroom is the area of study,
and its organization can impact student relationships and interactions with each other,
with the teacher, and with the physical space itself (Kushins & Brisman, 2005). My
independent variable is the organization of art materials and my dependent variable is
students turning in their work on time. By examining the physical environment of an art
classroom, | hope to conclude results at the end of the action research process that will
increase a student’s ability to turn in work on time in my own art classroom.

Area of Focus

The purpose of this study is to describe the effects of organized art materials in an

art classroom on students turning their work in on time.
Plan
Research Question

How can the organization of art materials in an art classroom affect students turning in
their work on time?

Intervention
To find a solution to students not turning in their artwork on time, I will first need
to purchase organization materials, such as bins, plastic containers, labels, and organizers
to use when | reorganize the classroom art materials prior to observation. | will then
observe students for 1 week, taking field notes and creating a student identification code

so that the students’ names remain confidential. | will also take photographs of the
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classroom to document the current use of organization methods, and | will create a
classroom map. During the following week, I will begin the journal entry process,
explaining that I will ask students to write what they think about the organization of the
classroom, and | will complete a student behavior and time management checklist. At the
end of the week I will collect student journals and gather other data that has been
completed throughout the week. I will conduct the organization process within the
classroom to de-clutter and organize materials and artwork. I will organize paint by color
and type on shelves and I will collect all brushes and organize them by size in plastic
containers. | will collect all crayons, charcoal, markers, and colored pencils and place
them in individually-labeled bins. Ceramic and printmaking materials and utensils will be
given individual bins and specific areas on shelves within the room. | will label all
containers, bins, and shelves, and | will organize and create a space for student artwork.
During the next week, I will carry out the same journal entry process, giving students
new questions that ask them to reanalyze their opinions about the organization of the
classroom, and | will complete another student behavior time management checklist. |
will take photographs to compare to the pictures taken before the organization process,
and, at the end of the week, 1 will collect the journals and gather new data, and study and
interpret the data to conclude my results.
Data Collection and Results
Data Collection
Methodology
Qualitative data collection techniques will be used as the primary research

methods for this study. By using three data collection strategies, “experiencing”,
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“enquiring,” and “examining,” the data collected and analyzed will be valid and useful

for art teachers by instructing them on how to organize art materials in their classroom.

The following sources will be included in the data collection process that will occur

during a 3-week period.

Data Sources
1.
2.
3.
4.
Resources

Student Journal Entries - Every day for 2 weeks, students will be given a
journal entry question that stimulates their thinking about how the classroom
art materials are organized and how this affects their ability to complete work.
(See Appendix A.)

Artifacts - Artifacts will be collected and will include several different
sources. Multiple photographs will be taken and a classroom map will be
made before and after the reorganizing of the art materials in the classroom.
Field Notes - The teacher will take field notes while observing students during
the first week of the data collection process. The teacher will take notes on the
effect of the organization of art materials in the classroom on student behavior
and time management skills.

Student Behavior and Time Management Checklist - The observer will
complete a behavior and time management checklist to determine the way the
students use their time during in-class work time before and after reorganizing

the classroom.

The resources needed to implement my action research include:

1.

2.

An art classroom.

Approximately 25 high school students eligible to participate.
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3. Furnishings, which include desks/tables and chairs, etc.
4. Money to purchase organizers, bins, containers, labels, sharpie marker, copier
paper,

dry-erase markers, overhead projector pens, approximately 25 small notebooks

for students’ journals, ink for a printer, film developed.

5. Computer to type material.

6. Printer to print the checklists and labels.

7. Copier to make copies of all data collection sheets.

8. Clock.

9. Camera.
Location

During the implementation of my action research | will be student teaching for
The University of Tennessee at Chattanooga in the high school art classroom of a
Hamilton County school that is one of 100 schools in the United States that follows the
Paideia Philosophy. This philosophy focuses on a unique approach to active learning
while teaching students how to think. Three steps that are included in the school’s Paideia

77 Lk

philosophy are “didactic,” “coaching,” and “seminar” styles of learning. “Didactic”
teaching takes place in an in-depth learning environment that is similar to college
lecturing. “Coaching” takes place when the teacher interacts with the students on a one-
on-one basis. School-wide “seminar” learning takes place once a week when students

interact with peers and discuss, in-depth, topics of critical readings.

Results
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The following results are in relation to the organization of art materials in an art
classroom and how this affects students turning in their work on time. These results are
based on the data collected from student journals, artifacts, student behavior time
management checklists, observation, and field notes. Once | was able to view the art
classroom in which | would be conducting this action research project, | was shocked to
learn that, even though the art room was cluttered and “junky,” as one student said in a
journal entry response, this did not mean that the art materials themselves were
unorganized. The room in which I conducted this project needed some organizational
help, but, for the most part, the teacher already had an organizational system in place for
the majority of the art materials. All | needed to do was refine this organizational system
using my plan.

After being approved to complete the study, I immediately began conducting my
research plan. I began the journal entry process that same day, and, after reviewing the
students’ answers, | began to see that they were not distracted by the chaotic and cluttered
classroom while working, but they mostly agreed that the art materials needed to be more
organized to help them get their work done on time. In response to my first journal entry
prompt, with regard to describing the art classroom, a student wrote, “This art classroom
is dirty, that’s the first thing that comes to mind. | mean...there is junk everywhere.”
This is an example of what students thought about the overall look and organization of
the art classroom.

In the pictures located in Appendix B, Part I, the lack of organization of the

classroom and the art materials is obvious to the viewer. However, with regard to
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questions 2 and 3, concerning time limits during class and students turning in their work

on time, one student answered in her student journal by stating,
I do believe that we should be given more time in class to work on in-class
assignments because sometimes the small time allotted isn’t enough. When | am
painting or drawing | feel rushed when I am in a time limit and this makes my work
sloppy. If I had more time, then my work would be neater and have more detail and
technique put in. I would also be happier with my work afterwards. | do believe that
the organization of art materials effects how | work because when everything is
organized you know exactly where to go to gather your supplies and you get started
faster. If you had to search then that would take up valuable time. This also effects
turning in work on time because the faster you are ready to work the sooner you
will begin and have more time.

After reviewing all students’ answers to these questions, this student’s response
seemed to be an answer that represented most of the other answers. Eighty-four percent
of the students in the class answered yes to question 2, “Do you think you need more time
to complete work during class?,” and 60% of students answered yes to question 3, “Are
you easily distracted during in-class work time?” In response to question 4, 73% of the
students believed that the organization of the art classroom and materials affected their
concentration during class. These results are proof that the organization of art materials
within the classroom had a strong influence on students and their ability to work
diligently and turn in their work on time.

Before | conducted the reorganization of the art materials within the art classroom, |

observed the students and completed a student behavior checklist and time management
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checklist to see how many students were distracted during class. After completing and
analyzing the results, every student was, in some way, distracted during class, which
inevitably affects their ability to work effectively and turn in their work on time. Once |
completed the first stage of the process, | began to conduct my organizational techniques
used for this action research plan, which included buying new clear plastic containers and
labels for all art materials. After organizing the art materials in this way, | completed
another checklist and concluded that the classroom was more structured and the students
were able to find the art materials faster, which saved them time during class. Students
began to notice the way in which | had reorganized the art materials and they began to
see in what ways they could help keep the room and its art materials organized. (See
Appendix C and Appendix D.)

Conclusions and Recommendations
To conclude my action research project, | have learned that the majority of students are
greatly distracted by their surroundings during class. Whether the surroundings include
students talking, an odd color of paint on the walls, or a poorly placed row of desks,
many things can distract students from finishing their work on time. Most schools have
requirements for wall color and restrictions on wall decorations, but an easy way to limit
students from being distracted is to keep a clean and organized classroom. For an art
classroom especially, this means keeping all art materials organized and in an easily
accessible location. Students need structure and organization to be able to fully focus on
assignments during class, and organizing art tools and materials in clear bins and labeling

these bins appropriately can save students time and energy.
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Teachers should be aware of how the structure of their classroom affects their
students. Art teachers need to be aware of setting feasible time limits on assignments and
giving students enough time to finish their work. Using seating charts and organizing the
desks differently each day, depending on the assignment, may help limit student
distractions and draw students into each daily lesson.

After implementing my action research process and analyzing the results, |
realized that my topic of study should have been modified to retrieve better results. |
assumed, prior to implementation, that all art materials in every art classroom would be
unorganized. However, | have learned that this statement is untrue. My experience during
this action research process has taught me to not assume anything. Once | received my
first student teaching placement, | should have observed and studied the classroom before
assuming that this classroom’s art materials would be completely chaotic and
unorganized. Even though the art materials lacked some organization, they were, by far,
the most organized art materials | have ever been in contact with in my past experience.
The teacher had already placed art materials in separate boxes, and had numbered each
utensil and tool to keep students assigned to a specific number, in case a tool is lost.

| believe one main reason the teacher was more organized than | expected was
because of her many years of experience and knowledge about how to balance an art
classroom with organization and structure. A recommendation to her, and a suggestion
for me, in the future would be to give more time on art assignments during class so that
students are more likely to turn in their work on time. Another suggestion would be to
keep organized art materials labeled in separate containers in a consistent location within

the room. Keeping materials labeled in separate containers in a standard location
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decreases the chance of students getting confused on where to find the materials. This
consistency and organization will, inevitably, increase students turning in their work on

time during class.
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